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Abstract
This exploratory study examines teachers' perceptions o f the principal/
superintendent relationship in terms o f hierarchical independence and influence, and
w hether those teachers' perceptions correlate with perceptions o f the organizational
climate o f the school.
A new instrument (TAI) was developed to measure the principal/superintendent
relationship. After a literature review, panel o f experts, and a principal intern class, a
fourteen item instrum ent was used with the teachers. In order to hold some extraneous
variables constant, only principals and superintendents who held office for at least three
years were acceptable for the study. Factor analysis was conducted and the results
indicate that while the instrument is weak, it falls within acceptable parameters.
The OCDQ was the climate instrument. OCDQ measures principal and teacher
behavior in a dimensional form. These climate measures are o f teachers and principal
behaviors from the teachers' perspective. Students' perceptions are not included.
The teachers' results on the TAI offer evidence o f a connection with the teachers'
results on the OCDQ for the high school sample. The high school correlations are
strongest with the supportive (r=.49) and directive (r= 3 0 ) behavior dimensions o f
principal behavior. There is also a moderately negative relationship with the intimate
(r=-.53) dimension o f teacher behavior. The elementary sample showed no significant
correlations between the TAI and any OCDQ dimension.
The case study offers evidence o f an interwoven nature o f hierarchical
independence and influence as perceived by teachers. Some o f the elementary teachers

xi
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view hierarchical independence as evidence o f the principal's hierarchical influence with
the superintendent- The teachers view independence as a resource o r benefit that the
principal provides for the benefit o f the school.
These results indicate that teachers do connect the principal's interactions with
the superintendent with their perceptions o f the work environment. This information
adds another piece to understanding the organizational puzzle. By understanding leader
relationships' effect on members, leaders gain a better perspective o f useful tools in their
work.

xii
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Chapter 1
Introduction

Public education in the United States functions as a nested organization. A
formal organization is one in which individual activities are coordinated to achieve
certain goals, and a nested organization is an institution com posed o f other institutions
(Hoy & Miskel, 1991). All these entities share certain goals, but activities differ
dram atically within each subunit o f the nested organization. Large organizations such as
governm ents, major industrial companies, and educational institutions are nested. For
exam ple, a university has an overall administration and is further divided into colleges or
schools, and departments. A departm ent head, who is the formal leader o f the
departm ent, is also an agent o f his o r her respective college and reports as a subordinate
to another administrator, the dean, within the larger unit.
School districts are nested organizations because the main unit coordinates
activities o f the individual schools toward goals such as the educational attainment of
students: each school is a subunit o f the district and achieves goals in different ways. For
exam ple, a high school's goal may be to improve graduation rates while an elementary
school's goal might be to improve reading comprehension at all grade levels. A common
feature o f any nested organizations is overlapping and interwoven roles. Specifically,
nested organizations are the framework within which interwoven adm inistrative roles
function.
W ithin a local school district, the school board is the top o f the organizational
pyramid: below the school board is the district superintendent, and below the

1
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superintendent is each principal. The present study is an exam ination o f perceived
relationships within the framework o f nested organizations, specifically teachers'
perceptions o f the principal/superintendent relationship. At issue in the present study is
w hether that relationship, as perceived by teachers, is associated with another teacher
perceived organizational phenom enon, organizational climate. Understanding teachers'
perceptions o f the principal/superintendent relationship and climate aspects o f their
schools is important in the broader understanding o f education.

If administrators'

relationships are positively related to other aspects of the educational environment, such
as climate, then care should be given to nurturing positive relationships am ong all
adm inistrators throughout the country. Education is not a static discipline. When new
information leads to potential im provements in providing educational services to
children, educators respond.
In a nested organization, administrators in the middle range occupy two
simultaneous positions, superordinate and subordinate. The educational setting contains
many middle positions, but the two most often found in districts, regardless o f size or
degree o f urbanicitv. are the superintendent and the principal. The superintendent is
subordinate to the board while being the superordinate for principals, teachers, and other
personnel. The principal is subordinate to the superintendent, serving as the
administrative link between teachers and the superintendent, while being superordinate to
the teachers. Moser (1957) states that superintendents and teachers expect different
styles o f leadership from principals: "the principal is in a delicate leadership position as a
m em ber o f two organizational families" (p. 4).
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This hierarchical description o f the power structure is traditional in school district
organization. The current reform movement posits a different power structure,
specifically in site based managed schools. Teacher/administrator joint decision making
practices and the interactive nature of teacher/administrator roles flatten the traditional
hierarchy in site based managed schools.
Interactions am ong members of an organization serve as the essence o f the
organization. Duckworth (19X4) suggests that a model o f "mutual, simultaneous
shaping" exists in organizations, indicating that each interaction causes a rippling effect,
both forward and backward, along the chain o f com mand. Hart (1993) defines
interaction as the "overt actions (including language), coven deliberations and plans, and
physical presence and gestures o f one person that influence others in a continuing cycle
o f exchange and communication" (p. 91). This cycle o f interactions is displayed in the
very nature o f nested organizations, interconnecting individuals in all layers.
For example, the interaction between a principal and a superintendent for
garnering new resources for the school may relate to the teachers’ perceptions o f the
principal as well as teachers' perceptions o f other aspects o f the school. The interactive
process has many layers and provides a multitude o f possible effects upon the many
members of an organization. When the principal interacts with the superintendent, there
can be effects felt by others in the organization, specifically, the teachers (Boyan. 1988).
There docs not appear to be any research effort in education toward understanding these
indirect effects on teachers from the interaction o f the principal and superintendent.
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As a foundation for the present research on the principal/superintendent
relationship, a brief discussion of power relationships follows. Sociological research has
examined the indirect effects o f "power interaction" (M olm. 1990). Molm discusses
three central hypotheses o f her study. O f interest to this study is the second which refers
to the indirect effects pow er exchanges can have. Pow er interactions are seen as being
able to mediate traditional relations among power strategies. The focus o f the research
is to understand the way interactions between persons A and B may affect the actions or
perceptions o f person C within the same organization ( Molm. 1990). The present
research will attem pt to fill part of that same gap in educational research.
Teachers' perceptions o f the principal, as stated previously, may also impact
teacher perceptions o f their school. Teachers are interested in knowing whether the
principal functions to the benefit the school (Boyan. 1988). Educators are aware that
one o f the m ajor functions o f principals is to provide for the school through contact with
the central office. Conversely, the central office m ust communicate rules and regulations
which are m onitored by the principal. Teachers require resources, support, and
information, much o f which must be provided by the superintendent and relayed through
the principal (Blau & Scott. 1962). When the superintendent requires information from
teachers, it is usually relayed through the principal (Hoy & Miskel. 1991: Boyan. 1988).
Principals and teachers often serve as a buffer between the superintendent and such vocal
groups as parents (Bolman & Heller. 1995: Boyan. 1988). Therefore, there is a constant
stream o f communication and an interactive relationship between principal and
superintendent pertaining to these issues. This interaction has a role in shaping teachers'
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perceptions about their principal which in turn affects teachers' perceptions about their
school (Boyan. 1988).
District size plays a role in the interaction o f principal and superintendent also.
When the district is small, the relationship between the two positions is m ore concrete
and direct, and interaction is more frequent because sm aller central office staff does not
allow for as many levels o f administrators as larger districts (Crowson & Morris, 1985).
Large districts, frequently found in urban settings, contain more levels o f administrators
between the principal and superintendent (Crowson & Morris, 1985). T hese
administrative layers, in essence, serve the same function in the large districts as does the
superintendent in sm aller districts. Because o f the nature o f the large district, the
relationship between the principal and superintendent will be muted when com pared to
that in smaller districts (Crowson & Morris, 1985: Boyan. 1988).
Teachers' perceptions of their schools may be determined by m easuring
organizational climate, which may be affected by the principal/superintendent interaction
(Bossert. 1982: D uckw orth, 1984). Hoy and Miskel (1991) define the concept of
climate as the "relatively enduring quality o f the school environment that is experienced
by participants, affects their behavior, and is based on their collective perceptions o f
behavior in schools" (p. 221). The principal is an integral part of the school and affects a
variety o f factors within the school. Bossert (1982) states that, "principal behavior
directly affects patterns o f climate and instructional organization." Since organizational
climate is considered by researchers such as Bossert (1982). Boyan (1988), and
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Duckworth (1984) to be a mediating factor in the effectiveness o f schools, those
interactions which affect climate must be considered in research as well.
Mediating factors are those factors which indirectly affect an outcom e as a third
variable. For example. Keeler and Andrews (1963) study principal leadership behavior
as it affects staff morale and the level o f student achievement. While the principal's
impact upon teacher morale does not directly relate to achievement levels, it plays a role
by mediating that morale which is then related to achievement levels. The role climate
plays as a mediating factor is an integral part o f the organizational life o f a school. The
principal's interactions with a variety o f personnel, especially the superintendent, are of
importance since they relate to this organizational climate. Internal relationships, such as
with the superintendent, relate to climate because o f rulings and policies which need to
be interpreted and communicated along the organizational line. The social aspects o f
relationships can cause interference and/or benefit which play a role in determining
perceptions o f climate by organizational members.
The rest o f chapter 1 is divided into discussions of teachers' perceptions o f the
principal/superintendent relationship and organizational climate as the conceptual basis
for the present study. Following these discussions are sections dealing with statement of
the problem, an overview o f the study, research questions, conceptual definitions,
limitations, delimitations, assumptions and the significance of the study.

Teachers' Perceptions of the Principal/Superintendent Relationship
Teachers' perceptions of relationship factors are a preferred measure in many
studies. Halpin and Croft (1963) assert that perceived behavior is m ore im portant than
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actual behavior because perception is what determines how one responds. The use of
perceived rather than actual behavior is an accepted indicator o f clim ate by a variety o f
researchers (Andrews. 1965: Kalis, 1980: Kimpston & Sonnabend. 1975: W atkins. 1968:
W iggins. 1972). Blau (1974) also points out that "the agreement that em erges in a
collectivity o f subordinates concerning their judgem ent o f the su p e rio r.... has farreaching implications for developments in the social structure" (p. 23).
The teacher/principal relationship is studied a great deal: however, the
principal/superintendent relationship is studied mostly as a top-down research effort. For
exam ple, much is written about superintendents' evaluating, hiring, and controlling
principals. Also, research exam ines how the superintendent relays information and
influences principal behavior, formally and informally (Louis. 1989 ; Crowson & Morris,
1985). These research efforts do not examine teacher perceptions o f principal/
superintendent relationships, but instead focus on the direct relationship. For example,
brinkm anship behavior, which deals with the ability o f a subordinate (principal) to
challenge an organizational system's authority (superintendent) without negative
consequences, is a study o f the direct relationship (Licata & W illower, 1975: Morris.
Crow son. Porter-Gehrie & Hurwitz. 1984). These variables must not be dismissed, and
any im pact from the principal/superintendent relationship must be kept in perspective in
regard to other factors; however, the present study deals with teacher perceptions o f the
principal/superintendent relationship, not the factual relationship.
The present study adds to the literature by examining teachers’ perceptions of the
relationship between the principal and the superintendent. Specifically, the study
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examines (a) the influence a principal has with the superintendent and (b) whether the
principal acts independently o f the superintendent. Researchers call for more analysis o f
this relationship (Bossert. 1982: Duckworth. 1984). Hart (1993) posits that the "social
relationships between formal leaders and their hierarchical subordinates and
superordinates play an im portant part in their influence on the school" (p. 9). Hart states
that people attribute cause to themselves and to powerful people in their social group.
People may act on these attributions and create effects based on their perceptions.
Turner's Unified Theory o f Interaction (1993). discussed in A. Hart's Principal
Succession: Establishing Leadership in Schools, presents social behavior within
organizations as sets o f overlapping interactions which constantly influence and change
the behaviors, not only o f direct participants in the interaction, but o f those who observe
the interactions and interpret them. Turner's theory seeks to unify interactions and the
effects rather than to study them in isolation. H an’s (1993) discussion of Turner's
Unified Theory' of Interaction offers the following explanation o f how interaction affects
the organization: "In the interaction process, people signal a course of behavior,
interpret their own signals, and interpret the signals o f others. They then act in response
to their interpretations, and the cycle repeats itself” (p. 95). By observing the
interactions o f the principal and superintendent, teachers form opinions and feelings
about the nature of the relationship: then they interpret how that relationship affects
them, and in turn the teachers' reactions may influence their opinion about the climate o f
the school.
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The principal/superintendent interaction also is affected by the nested,
hierarchical nature o f our educational system. In educational organizations, classroom s
exist within schools, schools exist within districts, and districts within states. These units
overlap. This interwoven nature of education presents situations in which one unit is
accountable to the next higher unit. Since administrators exist within each unit, leaders
are reporting as subordinates to the adm inistrator in the next higher unit. This situation
of superordinate/subordinate interaction presents the possibility of conflict, stress, and
tension, which can affect the overall climate o f the organization.
The relationship between the principal and the superintendent exists in a
hierarchial superordinate/subordinate pattern. The relationship is both internal to the
school and external at the district level and beyond. The internal relationship is partially
one of interpretation wherein the principal (internal leader) interprets the
communications and desires o f the superintendent (external leader) to the teachers, staff,
parents, and students. The principal, in some respects, serves as the agent o f the
superintendent within the school while simultaneously serving as the adm inistrator o f the
school (Boyan. 1988). The external relationship deals with district-level events, with the
principal in the role o f subordinate to the superintendent, dealing w'ith the Board o f
Education, state and federal agencies, and some com munity activities.
The middle position, both as superordinate and subordinate, places constraints,
stress, and tension on the principal. In this atmosphere, principals attempt to m ake a
difference in their schools. Goldring (1993) finds that the principalship is becoming
more of the middle management type. Principals must consider their superiors' desires.
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specifically the superintendent’s, while at the same time serving as boundary spanners
who respond to parents and teachers. Principals also m ust serve as mediators am ong
numerous constituencies. Crow (1992) also finds that the principal serves m ultiple roles.
In schools o f choice. Crow believes the principal has a "tripartite role: middle manager,
entrepreneur, and symbol manager" (p. 169).
Goldring (1993) view's the principal’s position as highly political. Because o f this
Goldring (1993) believes that the "middle m anager concept is particularly useful in
investigating the triadic relationship o f principals, administrative superiors." and others
(p. 95). The principals interact in the following relationships: "upward with their
superiors, downward with subordinates, laterally with other principals and externally
with parents and others" (Goldring. 1993. p. 95).
The relationships between principals and administrative superiors are com plex
because o f the "direct control and informal influence from central office superiors”
(Crowson & Porter-Gehrie. 1980). G oldring (1993) states that direct control can be
displayed through the frequency o f contact. If this contact is frequent, superiors m ay
exercise influence and power over the principal in an informal manner (Goldring, 1993).
The ability o f the principal to serve the superintendent while serving teachers and
students requires the use o f power in both relationships. How teachers perceive the
principal’s use o f power within the principal/superintendent relationship is o f research
interest.
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II

Hierarchical Independence and Influence
The present study examines teachers’ perceptions o f certain aspects o f
administrative power, specifically hierarchical independence and influence within the
principal/superintendent relationship, as that relationship links to teachers’ perceptions o f
the organizational climate of the school. The environment in which the principal/
superintendent relationship exists is. for m ost schools, one that is traditional and
hierarchical. In a hierarchy, relationships am ong leaders are vertical in nature: the leader
at one level o f the organization reports to the leader at the next, higher level o f the
organization. One aspect o f these hierarchical. leader relationships is the dem onstration
o f independence and influence. These two concepts are aspects o f power. A brief
discussion o f the general notion o f power will set a proper context for the discussion o f
independence and influence
Kotter (19X5) finds that power is an encom passing concept that is a vital
resource in organizational management. The complexities o f power can derive from the
formal structure o f the organization and the informal social structures and interactions
o f the people in the organization. Hoy and M iskel (1991) view pow er as "the ability to
get others to do what you want" (p. 76). French and Raven (1968) divide pow er into
several subsets: reward, coercive, legitimate, referent, and expert. Reward pow er
encourages desired behaviors or outcomes through positive benefits: coercive pow er
discourages undesirable behaviors and outcom es through punishment; legitim ate pow er
derives from the formal position within the organization: referent pow er develops from
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personal attraction and loyalty based on subjective reasons: and expert power derives
from the knowledge and skills o f the superior as perceived by subordinates.
One aspect o f hierarchical leader relationships is legitimate power as described
by French and Raven (1968). Legitimate power is used vertically in the organization,
primarily in a downward direction (Boyan. 1988). Demonstrations o f power at different
levels w'ithin the organization can be seen as independence o f action by the leaders at
those different levels.
Specifically related to education, hierarchical independence is "the extent to
which adm inistrators demonstrate their autonomy from superiors as they interact with
teachers" (Hoy & Miskel. 1991. p. 81). Independence is a part o f pow er because it
dem onstrates where power exists within the levels o f an organization. Teachers
subjectively measure the principal's degree o f autonomy or independence (Boyan. 1988).
This independence indicates the teachers' perception o f the principal's ability to
make decisions and to act on those decisions: whether the decisions are congruent with
the desires o f the superintendent or not. Lack o f close control over the principal
generally gives an impression that the superintendent is pleased or satisfied with the way
the principal is leading the school (Crowson & Morris, 1985). Blau and Scott (1962)
found that hierarchical independence and consistency o f the supervisor "exerted the most
influence on group solidarity” (p. 163), the group being those organizational members
under the control o f the supervisor. Therefore, hierarchical independence which is an
exercise o f power, is an important influence on the group. The present study
investigates the extent to which teachers’ perceptions o f the principal's hierarchical
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independence from the superintendent affects teachers' perceptions o f another
organizational phenomena, climate.
An informal social structure exists within the organization as well and in a
hierarchical organization, the ability to influence one's superiors becomes an important
asset (Hoy & Miskel. 1991). According to Hoy and Miskel (1991) influence is a form o f
pow er that is used in an indirect m anner to affect outcomes in a desired direction. The
ability to use influence to obtain resources fo ra unit within a nested organization-for this
study, a school- should produce a positive effect on the m orale o f the unit.
Influence is used by both subordinates and superordinates (Blau & Scott. 1962).
It is the ability to move people to do what you want when coercion o r legitimate power
are not used. Influence is part o f the informal social structure o f the organization as well
as o f the formal structure. When a superior is influential with subordinates, it is typically
a part o f the formal structure, but when the influence moves from subordinate to
superior, the informal, social aspects o f an organization becom e paramount. If the
principal is influential, both with teachers and the superintendent, this influence may be
connected to the overall functioning o f the school. Teachers and the superintendent are
those members o f the organization with whom the principal m ost often interacts.
Hierarchical influence is the ability of a principal to gain positive influence with
the superior for the benefit o f the school. This ability indicates the principal's skill at
negotiating and appropriating resources o f diverse types for the school. Principal
influence with the superintendent also reflects the principal's ability to sway decisions o f
the superintendent that affect the school. Since teachers need resources to perform their
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duties, teachers will value this influencing ability in a principal, thereby affecting teachers’
perceptions o f the principal, and. subsequently, teachers' overall impression o f the
climate of their school (Hoy & Miskel. 1991).
Difficulties arise when attempting to examine specific aspects o f any relationship
because o f the interwoven nature of relationships. Relationship specificity such as
hierarchical independence and influence may prove difficult to distinguish through third
party perceptions (i.e.. the teachers). While teachers' perceptions may demonstrate
opinions about their superiors’ relationship, teachers may not be able to distinguish
components o f that relationship distinctly as influence and independence.
Further, hierarchical independence and influence are not constant, but may have
several situational and contextual combinations. The level o f the superintendent's control
over the principal which is desired by the teachers depends upon the teachers'
perceptions o f the principal's effectiveness, as well as teachers' agreement with the
principal's goals and beliefs for the school (Hoy & Miskel. 1991). If the principal
disagrees with the teachers' goals and beliefs, the teachers may desire less hierarchical
independence since they are dissatisfied with the principal. The opposite might be true if
the principal and teachers are in harmony. Therefore, if teachers are satisfied with their
perceptions o f the principal/superintendent relationship (independence and influence),
this may affect teachers* perceptions of the organizational climate.

Organizational Climate
Several theories o f organizational climate have been developed: a brief discussion
of those related to educational settings follows. School climate is a continuing aspect o f
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the school environm ent that affects participants’ behavior and perceptions and is
collective in its nature (Hoy & Miskel. 1991). Teachers' psychological perceptions o f the
general work environm ent o f the school influences both the formal organization and the
informal system. Climate is also ’’the set o f internal characteristics that distinguishes one
school from another and influences the behavior o f its members" (Hoy & Miskel. 1991).
Climate, the "psychological attitude” of the people in the school, is presented in
Bossert's (19X2) model o f the principal's influence on student learning.

Bossert's model

portrays the relationship o f principal behavior to student learning as one with m ediating
variables serving as a connection. These mediating variables are organizational clim ate
and instructional organization (teacher assignments, curriculum, class structure). The
principal's behavior results from a combination o f personal, district, and external
characteristics such as com munity organizations contacts or pressures. The model
presents principal behavior as directly affecting school climate: therefore. Bossert argues
that the principal indirectly affects instructional effectiveness. Bossert (1982) posits that
the principal operates through activities and influence, a combination that directly affects
climate and instructional organization, two aspects o f social organization in schools.
Another support for organizational climate and principal effects that work
together is offered by Duckworth's (19X4) models o f teachers’ work conditions and
determinants o f school organization and culture. The models present climate and the
principals' influence as indirect factors in students' learning. The models describe each
set of behaviors (principal, teachers and students) as taking part in a "mutual,
simultaneous shaping" (Boyan. 19X8) that affect one another on a continuous basis.
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For example, a principal affects teachers’ attitudes about climate, school clim ate affects a
teacher’s interest in student work, and teacher interest affects student performance.
Climate reflects the attitudes and behaviors o f the teachers who are the main support
system for students in the pursuit o f learning. Therefore, what affects a teacher's
perceptions will indirectly affect students.
Organizational climate is multidimensional. There is no one overall attitude or
psychological feel to a group: there are many components, such as the interpersonal
relationships am ong teachers and teachers' subsequent relationship with administrators.
Climate can be studied in a variety o f ways, which may include the perceptions o f all or
part o f the people w ho make up the organization. While the w hole school is involved in
perceiving the climate, specific relationships within the organization may influence
overall climate and should be analyzed. Tagiuri (1969) divides climate into four
dimensions: ecology, milieu, social system, and culture. While a detailed discussion o f
his model appears in chapter 2. a brief discussion o f the social system dimension is
appropriate at this point.
The social system dimension o f Tagiuri’s organizational climate model is the
focus o f the present research. The present research examines the m anner in which the
principal/ superintendent relationship is perceived by teachers and whether those
perceptions relate to teacher perceptions o f another organizational factor, climate.
Relationships within the organization affect the organization in many ways including
morale, jo b satisfaction, and overall m em ber attitude (Boyan. 1988). Part o f the
relationship com ponent is the perceptions of members about each other and how those
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perceptions affect behavior. Perceptions about the organizational structure in general
and adm inistrators' interactions in particular are affected as well. The perceptions o f
individuals within an organization about administrators' interactions may affect those
same individuals’ perceptions o f the organization’s climate, as Boyan (1988) describes.
This overlapping nature o f perceptions produces a situation, similar to links in a chain,
which forms an overall perception o f the organization.
For example, teachers interact with each other as well as directly with the
building principal. One avenue o f study deals with each of these types o f relationships.
A negative interaction among teachers may affect their perceptions o f the clim ate of the
school (Boyan. 1988). The interaction between teachers and the principal o f the school
may also affect the climate of the school (Boyan, 1988). Another interaction, between
the principal and the superintendent, may affect that same climate. It is the potential
effect o f this last interaction, between principals and the superintendent, that is the focus
of the present study.

Statement of Problem
Teachers’ attitudes about the principal/superintendent relationship are seen as a
major com ponent contributing to their perceptions o f organizational clim ate in schools
(Andrews. 1965). Crow (1990) found that when principals perceive the central office as
reducing principal autonomy, tumioil is created within the faculty and difficulties arise in
the principal/teacher relationship. Examining teachers’ perceptions o f the principal/
superintendent interaction offers an avenue to understand possible connections to
teachers’ perceptions of the school climate.
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The present research explores the relationship between teachers' perceptions of
both the principal/superintendent interaction and the organizational climate o f the school.
Specifically, the present study attempts to determine if the perceptions o f teachers
concerning the principal’s hierarchical independence from the superintendent and the
principal’s hierarchical influence on the superintendent can be distinguished from each
other and whether these aspects o f the principal/superintendent relationship are
associated with teachers’ perceptions o f school climate.

Overview of the Study
As researchers attempt to unravel the intricacies o f our educational system, it is
important to understand if different aspects o f that system interact w ith each other and
affect other components o f the organization. In this vein, the present study seeks to
understand two aspects o f the school environment.
First, whether third party perceptions (teachers) can distinguish subtleties in the
principal/superintendent relationship in regard to pow'er. For the present study, the issue
is w hether teachers are able to distinguish between (a) independence from the
superintendent on the part o f the principal, and (b) the principal’s ability to influence the
superintendent. Independence and influence may be so interwoven as to be considered
one by teachers. Teachers may be distant enough from the principal/superintendent
relationship that such fine distinctions are not possible. An instrument to measure
teachers' perceptions has been developed and tested on tw'o samples. Study I and Study
II as part o f the present research. Study 1 is a test o f construct validity. Through factor
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analysis, a determination is made as to the ability o f the instrument to allow teachers to
distinguish between the independence and influence.
Study II examines w hether any correlation exists between the teachers’
perceptions o f the principal/superintendent relationship, represented by independence
and influence, and teachers' perceptions o f the organizational climate o f the school,
measured with a climate instrument. Bossert (1982), D uckworth (1984). Boyan (1988)
each believe that the principal/superintendent relationship plays some role in the overall
climate o f schools. Teachers' perceptions of this relationship are important because as
third party observers, teachers respond and act based on perceptions o f their leaders
relationship.
Climate establishes the psychological learning environm ent o f the school. When
understanding is gained about those variables which impact o r are related to that climate,
a tool is gained to assist in improving that climate. While the role o f the principal/
superintendent relationship may be indirect to the overall educational goal o f student
achievement, the relationship does function as a part o f the whole educational process.
Surveys and questionnaires offer a useful and efficient tool to collect data, but the
view is subjective. Teachers are involved on a day to day basis in the school but are not
always aware of all aspects o f the activities taking place. On-site observations o f a
school are another method o f gaining understanding o f how a school functions. Thus,
two case studies are developed based on data gathered from observations, interviews o f
teachers, the principal, and other staff members (Yin. 1989).
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The following sections offer a discussion o f the study layout and components.
W hile this chapter's discussion is conceptual, chapters 2 and 3 offer greater specificity.

Research Questions
The literature reviewed for the study offers a narrow view o f principal/
superintendent relationships. While the direct interactions between the two positions
have been studied, third-party observations and perceptions o f the interaction between
principals and superintendents have been neglected. The dynam ics o f perceptions on
organizational factors such as organizational climate have not been fully explored.
Organizational climate, which represents one aspect o f the human factor in
organizations, has been a particularly disparate area o f research which offers the
opportunity for investigating human relationships and interactions, and how both of these
affect the organization as a whole. Therefore, questions which will be addressed by the
study include the following:

1.

Will teachers be able to distinguish between hierarchical independence and

hierarchical influence in the principal/superintendent relationship?
2.

If so. do teachers' perceptions of the hierarchical independence o f their

principal from the superintendent correlate with teachers' perceptions o f the overall
organizational clim ate o f the school? Do teachers' perceptions o f the hierarchical

influence o f their principal with the superintendent correlate with teachers' perceptions
of the overall organizational climate of the school?
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3.

If teachers cannot distinguish between hierarchical independence and influence,

do their overall perceptions o f the principal/superintendent relationship correlate with
teachers* perceptions o f the organizational climate o f the school?

4.

Will qualitative analyses o f selected schools support the findings o f the first three

research questions by dem onstrating greater depth o f understanding regarding the
possible phenomenon?

Definitions
Definitions give parameters to the research undertaken. Conceptual definitions
for this research are broadly described. In chapter 3, hierarchical independence and
influence, as they relate to administrative behavior, and the concept o f organizational
climate, are presented in operational form.

Hierarchical independence is "the extent to which adm inistrators demonstrate
their autonomy from superiors as they interact with teachers" (Hoy & Miskel. 1991.
p. 81). This autonom y is the demonstration of independence o f thought and action from
a superior. The present research focuses on the principal's autonom y from the
superintendent as perceived by teachers.

Hierarchical influence is the ability of the principal to gain positive benefit from
the superintendent for the school. This ability indicates the principal's skill as perceived
by teachers, for negotiating and appropriating resources and decision making power of
diverse types for the school (Hoy & Miskel. 1991. p. 81).

Organizational climate is a "broad term that refers to teachers' perceptions o f
the general work environm ent o f the schools. It is influenced by the formal organization.
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informal organization, personalities of participants, and organizational leadership. It is
also the set o f internal characteristics that distinguishes one school from another and
influences the behavior o f its members" (Hoy & Miskel. 1991, p. 221).

Limitations of the Study
Perception is the chosen mode o f examining the phenomenon under study:
therefore, direct relationships or knowledge are not measured in the quantitative part o f
the research. The qualitative part o f the research adds observations, interviews, and
documentation to the analysis.
The present research is a snapshot of each school since the fluid nature o f social
interaction and constant change in the makeup of school personnel cannot be
overlooked. The com bination o f teachers, principal, students, parents, and
superintendent are constantly rearranged in schools. This is a natural progression
because o f student promotions, career changes for personnel, and reassignm ent o f staff.
Each grouping o f people offers a different set o f personal interactions: therefore, the
informal social structure o f the school changes, especially with the beginning o f each
school year. Since climate is a measurement o f the social interactions o f the members o f
the organization, as people change, climate changes.
The principal/superintendent relationship changes, too. This relationship is
subject to the same variations as climate; for example, dramatic shifts in allegiance o f
either the principal o r the superintendent because o f external, professional, o r personal
reasons. External forces such as school board m em bers or parents can cause conflict
between the two leaders. Professionally, the two leaders might develop a philosophical
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or ethical conflict. Possible personal discord between the principal and superintendent
might develop which does not relate directly to school but influences either or both
leaders’ behavior. This limitation o f the changing nature o f climate, as well as
relationships within organizations, tends to hamper generalizability. but it can be interred
that relationships can be view generically to a certain degree because o f the repetitive
nature o f interactions within formal organizations. Both climate and the principal/
superintendent relationship can be defined in a variety of ways. Definitions set
parameters on the study as well. The definitions for the present study m ust be
considered when interpreting the results o f the study. For example, students' perceptions
o f clim ate are not part o f the present study but in another context could be part o f a
definition o f organizational climate in a school.
Factors other than the principal/superintendent relationship may be related to
climate as well. Such factors include political pressure from parental or com munity
groups, financial constraints from the district or state level, the socio-econom ic status o f
students and staff, the urbanicity o f the school, and the ethnic makeup o f students and
staff. The socio-economic status, urbanicity o f the schools, and the ethnic makeup o f
students and staff are controlled for in the research design. More highly subjective
factors, such as political pressure, cannot be controlled, but through the qualitative part
of the research, attempts are made to account for their influence. For exam ple, teachers
and/or principals may share their opinions o f pressures placed upon a principal o r school
staff from the school board, parents, or the general community.
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Instalments used in measurement provide their own limitation. The
Organizational Climate Description Questionnaire IOCDQ), the instrument chosen as a
measure o f climate, provides data about six discrete dimensions o f climate, but as
Andrews (1965) and Watkins (1968) note, these dimensions are not the only important
aspects o f the organizational climate o f schools. Miskel and O gawa (1988) in N. J.
Boyan's Handbook o f Research on Educational Administration, point out that the OCDQ
measures "perceptual, organizational attributes" o f school climate. This limits the
instrument since students', parents’, superiors’ and external persons' perceptions are not
pan o f the discussion. Hoy and Miskel (1982) state also that no link between climate, as
measured by OCDQ. and student achievement has been established. Methodological
limitations are discussed in chapter 3.
Finally, with regards to limitations. Teacher Attitude Inventory (TAl) is a new
instalment. As with any newly developed . validity and reliability can only be assessed
em pirically after data are gathered.

Delimitations of the Study
The present study deals with the teacher perceived relationship between principal
and superintendent, and whether there is a connection with the teacher perceived
organizational climate o f the school. Since several interwoven factors affect
organizational climate, it may be inferred that several factors overlap in a possible impact
on organizational climate. The direct relationship is not being measured. Rather the
teacher’s perceptions o f that relationship are being measured.
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Factors such as teacher/principal, teacher/teacher, teacher/student relationships
are also a vital pan o f the organizational nature o f the school. Student involvement,
which is important, is not included in this research because the present focus is on the
administrative and teacher levels (Boyan. 1988). District factors, including district
climate, play a role in the perceptions o f school climate by teachers but these issues are
not being studied either. Also, this is a one-time examination, and no longitudinal
analysis will be undertaken. Such an analysis would be a natural follow-up to this study.

Assumptions
Conceptually, the assum ptions o f the present study are that organizations
function as a subset o f the social systems o f the larger society. Therefore, formally and
informally, people (i.e.. the m embers o f the organizations) are a significant dimension to
the context o f the organization. In essence, the organization is the sum total o f the
members. Therefore, the assumption is that the members reflect the nature and
conditions o f the organization.
The next assumption is that the interactions o f these m em bers also offer a
significant contribution to the state o f the organization. The process o f people
interacting with each other is a m ajor component of organizational life. While direct
interactions offer the most important impact or result in relationships, indirect effects are
felt as well by third-party observers o f interactions. Therefore, an assumption is made
that these third-party perceptions o f interactions are also a significant part of
organizational life (Cook. Emerson & Gillmore. 1983). Since schools exist in a nested
organization, an assumption is made that district factors such as policy positions and
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rules governing personnel are stable across schools. These traditional hierarchical
organizations m ay differ in the policies and rules but the impact felt at the school level is
consistent across schools. This situation is assumed to have an indirect impact on the
school and teachers.
The third assumption concerns administrators (principals and superintendents),
who are specific members within an organization and function in highly visible roles for
all members. T he administrators are perceived to interact with other adm inistrators and
through their interrelationships to contribute to the organization.
Another pair o f assumptions is made regarding power between adm inistrators.
Independence is assumed to represent the formal, organizational form o f power, and
influence is that aspect o f power which is derived from the social interaction o f individual
members. It is assumed that these two forms o f pow er are manifest in different ways.
Further, an assumption is made that teachers have perceptions about the principal/
superintendent relationship.

Significance of the Study
As reported by Boyan (1988), organizational climate is a mediating factor
in the academic achievem ent of students. As such, those factors which affect clim ate
are of interest as well. Understanding and improving the organizational climate o f
schools aid educators in contributing to the overall goal o f education, student learning.
One o f the realities o f an educational organization is its nested nature: that is.
suborganizations, the schools, within the larger organization, the school district. This
nested nature allows a great deal o f variation in the autonomy levels o f the school
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principal: some principals are almost com pletely autonomous while others are closely
monitored by the superintendent. In conjunction w ith this aspect o f the organization is
the ability o f a principal to influence the superintendent for the benefit o f the school. As
stated previously, the members o f the organization, in this case teachers, perceive
relationships and interactions in ways that influence their overall perception o f the
climate o f the organization.
Boyan ( 19XX) argues that little research has examined the "interactions o f
personal and situational variables in studying administrators at work" (p. 79). This
thesis can be taken a step further by inferring that the teachers’ perception o f the
interactions between the principal and superintendent may have an effect on school
climate. If this is the case, the school may function better when this dynamic is
understood and can be manipulated to benefit the organization.
Practically, one benefit o f understanding this possible relationship is to improve
school climate, which in turn serves as a mediating factor in the stated or implicit goals
o f the organization. Often improvements can be made in situations if all parties have a
clear understanding of ‘what’s going o n ’. M isperceptions can be damaging. If
misconceptions can be identified and corrected, improvement may take place.
The present research broadens the understanding o f the impact o f superordinate/
subordinate interaction as well as extend the knowledge about factors impacting
organizational climate in schools. The present study expands theoretical understanding
o f organizations in education by examining perceived administrators’ relationships in
nested organizations. By understanding how administrators' interactions may affect
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clim ate, broader understanding o f how educational organizations work as a whole will be
gained. The ongoing work o f improving education and working conditions for teachers
and adm inistrators is continued by creating greater understanding o f how organizations
function. By doing so. positive influence on the ultimate goal o f education, student
learning, may be achieved.

Organization of the Study
The study is organized into five chapters. Chapter 1 is an introduction and
explanation o f the theoretical framework o f the study. Chapter 2 is a related literature
review arranged by the main com ponents of the study and conceptual support
com ponents : (a) the principal/ superintendent relationship, (b) power, (c)independence
and influence as a component of the principal/superintendent relationship, specifically.
(d) perceptions o f organizational climate and (e) confounding variables. Chapter 3 is an
explanation o f the methodology employed in the study. Chapter 4 contains both the
quantitative and qualitative results o f the study and chapter 5 includes conclusions,
implications and a discussion o f further research needs.
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Chapter 2
Literature Review
The connection between teachers’ perceptions o f the principal/superintendent
relationship and their perceptions o f the organizational climate of schools is examined in
this study. C hapter 2 provides a review o f related literature which gives a foundation for
four areas: (a) the relationships among administrators, especially the principal and the
superintendent (.superordinate/subordinate): (b) the types and uses o f pow er in
interactive relationships within organizations: (c) hierarchical independence and
influence, specifically principals and superintendents: and (d) organizational climate,
conceptually and as climates relate to schools. The importance o f third-party
perceptions o f these concepts is a significant part o f each discussion because the present
study focuses on third-party perception o f principal/superintendent interaction and the
connection to third-party perceptions o f the organizational climate o f schools.
The present chapter presents each o f these topics as a basis for understanding the
research. First, a distinction between research dealing with leaders o f organizations and
organizational climate must be established. Research about leaders exam ines the views
o f subordinates about their leaders or the interactions o f leaders occupying two different
positions in the organizational hierarchy, as in this study. While the leader exists as a
part o f the whole organization, the effects o f that leader's behavior, role, and
relationships with others, inside and outside the organization, are distinct. The leader
functions in the role o f "leader” inside the organization while serving as an "agent” o f the
organization when dealing with people outside the organization.

Organizational
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climate research exam ines perceived characteristics and psychological feelings of
organizational m em bers about the organization as a whole. Research on organizational
climate offers a group perspective on the organization, while studies o f leadership focus
on processes, traits, and behaviors o f specific individuals within the organization or
connected to the organization through the leader.

Principal/Superintendent Relationship
The literature concerning principal/superintendent relationships is divided into
three categories: research efforts, the effects o f position interactions, and elements
affecting perceptions within the organization. The principal/superintendent relationship
is presented in research as a discussion of superordinate/subordinate hierarchical
independence and influence (Louis. 1989: Crowson & M orris, 1985). Some studies look
at the principal’s relationship with the central office or the superintendent, but mostly
deal with how the superintendent either aids or hinders the principal, how principals are
chosen, and what criteria are used to evaluate the principal (Leithwood, Begley, &
Cousins. 1990).
Research about the Principal/Superintendent Relationship
Research about leaders' interactions within organizations covers a variety o f
approaches. Porter. Allen and Angle (1981) examine social influence o f members in
hierarchical organizations conceptually while Kipnis and Schmidt (1988) and Erez. Rim
and Keider (1986) approach the same topic from an em pirical standpoint. The
shortcomings o f these research efforts are the narrowness o f the foci. Just examining
the existence o f a phenom enon is not enough: how a phenom enon is created and
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affected, and what possible outcomes derive from the phenom enon’s existence and status
are equally important.
Leadership theorists expound on the influence of superiors on subordinates such
as House and Baetz (1979) who find that "leadership has an effect under some
conditions and not under others" and that "leader-group performance linkage is a twoway street" (p. 349). However, according to Barry and Bateman (1992). "leadership
research generally avoids conformity issues associated with upward or lateral influence
within organizational hierarchies" (p. 556).

The current research examines one aspect

of this influence.
A parallel research effort to define leadership has focused on interpersonal
influence within organizations which examines individual and situational indicators o f
successful influencing behaviors (Walter. 1966: Franklin. 1975: Brass, 1984).
Yammarino and Dubinskv (1992) examine the superior/subordinate relationship through
multiple levels of analysis, unlike previous research which examines the relationship
through only one form o f analysis. Yammarino and Dubinskv (1992) state that each
research effort previous to their study analyzes the relationship as a correlation,
regression, or in a com parative manner. Yammarino and Dubinskv (1992) com bine the
statistical techniques to form a more complete picture o f the complexities o f the
superior/ subordinate relationship and believe that a multi-layered approach better serves
research. But. like other researchers, Yammarino and Dubinsky (1992) examine the
relationship only and do not attempt to bring third-party perceptions into the mix.
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Barry and Bateman (1992) find that "influence with superiors reflects one’s
capacity to m im ic lateral patterns o f interaction" (p. 570). According to Barry and
Bateman (1992). previous research superficially examines upward influence through
principal self reported data, but those efforts do not address the issue o f other group
members’ perceptions o f that influencing ability. Barry and Bateman (1992) recognize
this limitation and call for future research efforts which should address the relationship
between managers and use of influence within organizations along with the perceptions
of third parties about influencing processes.
There are also efforts in examining the processes o f influence in interactions
(Mowday. 1979: Kipnis. Schmidt. & W ilkinson. 19X0: Schilit & Locke, 1982).
Mowday (1979) examines types of influence, using a broad definition which includes
threats, authority, arguments, rewards, and persuasion. Kipnis et al. (1980) delineate
types o f interpersonal influence to include assertiveness, ingratiation, sanctions,
rationality, exchange, upward appeal, blocking, and coalitions. Barry and Bateman's
(1992) results indicate that the type o f influence used is determined by the degree o f
control the influencer has with the controlee and the overall objectives o f the influencer.
Once again, the narrowness of the research foci does not allow examination o f the
outcomes o f these influencing behaviors such as the relationship between teacher
perceived influencing behaviors and organizational climate.
Research on the principalship over the past several years gives possibly fruitful
avenues for new studies. One connection to the present research effort is a study by
Leithwood. Begley, and Cousins (1990). W hile Leithwood et al. (1990) do not
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specifically mention the principal/superintendent relationship, the supposition that the
relationship is important exists because the research emphasis is on the culture of the
school and how the principal may impact that culture (included are norms, values, beliefs
and associated behaviors). Leithwood et al. (1990) divide studies about influences on
principal practices into four categories by variable distribution:

( 1) independent variable-external influences
dependent variable-principal practice:
(2) independent variable-external influences
dependent variable-principal’s mental state and processes:
(3) independent variable-principal's mental state and processes
dependent variable-principal practice: and
(4) independent variable-external influences.
dependent variable-principal practice, and
mediating variable-m ental state and processes.

In the first category, research examines various aspects o f external influences on
the principal. External influences, that is, any effect delivered from outside the staff of
the school, may impact the manner o f principal practice, which are the day-to-day
activities o f the principal in dealing with issues and persons within the school. Parents
may impact daily activities of a principal by attempting to influence or control certain
activities in the school for example, trying to establish prayer meetings for students. In
an earlier study. Leithwood and Montgomery's (1984) find that principals are only
moderately concerned about obstacles to their work, with hierarchical system obstacles
being o f the most concern. Crowson and Morris (1985), along with Louis (1989), study
large urban school districts for obstacles and find that from one third to a half o f the
principals' time is spent with budget, personnel and pupil behavior. Louis (1989) finds a
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strong, indirect superintendent influence as well. According to Louis (1989). principals
do not find the school board to be the dominant source o f problem s; however, the school
board does provide serious issues with which principals m ust deal.
The second category developed by Leithwood et al. (1990) includes the same
external influences but the impact is on the mental state and processes o f the principal
rather than day to day activities. The mental state and processes are the decision making
capacity and choices made by the principal which may be impacted by constant praise or
criticism from groups such as parents and business leaders in the community. The
studies used surveys o f principals and assistant principals as the measurement o f these
mental states and processes. Leithwood et al. (1990) find two studies w'hich deal with
the burnout felt by principals due to stress, one by Sarros and Friesen (1987) and the
other by Kottkamp and Travlos (1986). The stress relates to the amount o f principals*
required w'ork: a principal's interpersonal relationships w'ith teachers and others;
pressures from central office, the school board, and outside m embers o f the community
on the principal; and the role conflict felt internally by the principal (Sarros & Friesen.
1987; Kottkamp & Travlos. 1986). Caldwell and Paul (1984) and Gunn and Holdaway
(1986) examine external influences on principal job satisfaction which include time in the
position, qualifications and training for the job, teachers’ abilities, attitudes, external
recognition for the principal’s work, and conflict levels between teachers and the
principal.
The third category by Leithwood et al. (1990) includes research which examines
the effects of the principal’s mental state and processes on the principal's own practices.
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These mental processes deal with how the principal's thoughts and decisions are m oved
into action in the daily activities o f the school. For example, if a principal decides that
teachers should become more involved in the decision making aspects of the school, how
does the principal translate that decision into action? Leithwood et al. (1990) report that
Taylor (1986) Finds a strong correlation between the principal’s effectiveness and the
principal’s belief that "all students can learn" (p.20). Begley (1988) examines the role o f
values in principal decision making in relation to the introduction of computers into
schools and finds that when a principal is instructionally oriented they are more likely to
base decisions on whether the decision would help the students. If the principal is not
instructionally oriented, the principal's personal preference is the basis o f the decision.
Leithwood and Stager (1989) compare effective and typical principals as regards to
problem solving processes and strategies when dealing with unstructured problems.
Difference exists between the two groups (effective and typical principals) based on
interpretation o f how to find the problem, the goals that were established for the problem
solving process, and the constraints upon that process. Effective principals display
higher levels o f flexibility in problem solving when compared to typical principals
Leithwood & Stager. 1989).
The last category developed by Leithwood et al. (1990) deals with efforts to
measure all three com ponents (external forces, principal practice, and the principal’s
mental state and processes as a mediating variable). Do external forces influence a
principal's decision making and therefore the activities o f that principal? Leithwood et al.
find five studies related to this area o f influences. Daresh (1987) and Marshal and
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Greenfield (19X7) examine the early principal effectiveness and find that the first year o f
a principal’s tenure is less effective than subsequent years due to inadequate skills
(internal) m ostly and "dissonance with one's values and reduced excitement about school
im provement” (p. 20). These two issues are related to external influences, specifically
lack o f training for the role, inadequate preparation at the assistant principal level, and
the socialization process prior to assuming the position o f principal. McColskey,
Atlschuld and Lawton (1985) study the reasons for differences between effective and
ineffective principals and find that training in social science research methods is an
important external influence while having an open mind and one's beliefs about the
principal's role in affecting change in schools are important internal influences. Cousins
(19X8) finds that the principal's attitude about appraisal were predictive o f w hether "they
learned about their performance" (p. 21). Cousins ( 19XX) also finds that principal
attitudes are correlated with motivation levels for growth and have a negative correlation
with principal's years o f experience and work knowledge.
Leith wood et al. (1990) believe that the categories offer the best way to research
issues related to principals and principal's roles in schools because the categories cover
both the thoughts and actions of principals. W hat Leith wood et al. (1990) believe is
missing are the internal school influences on principals, specifically the teachers and
students o f the school.
The research available at the time Leith wood et al. (1990) wrote the article
concerning these relationships was limited and that research had little theoretical
grounding. Further research should explore these relationships. For example, there
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should be descriptive studies o f effective practices, leadership style decisions, and
increased understanding o f principals' inner mental processes (Leithwood et al„ 1990).
Hart (1993) also recognizes the importance o f interrelationships and the climate
o f schools. The perceptions o f members o f organizations about their leaders directly
affect how members react to other situations within the organization. H art’s (1993)
recognition o f the importance o f interrelationships to climate gives underpinning to the
present research about teachers' perceptions o f the interaction between the principal and
superintendent and the possible connection to school climate as perceived by the
teachers. Iheanacho (1992) states that adm inistrators need to better perceive their
behavior and the teachers' interpretations o f that behavior. One o f the ways
adm inistrators can better perceive teachers’ interpretations of principal behavior is to
gauge how teachers view the principal’s relationship with important figures in the school
system, specifically the superintendent. Again, connecting administrators and teachers'
perceptions o f their actions is an important com ponent o f understanding the workings o f
schools.

Effects o f Position Interactions
Erickson (cited in Barry & Bateman, 1992) states that "attitudes are constructed,
maintained, and altered essentially through interpersonal processes" and that "effective
com munication is often defined by the degree to which influence occurs" (p. 555). Barry
and Bateman (1992) state that although research has looked at social influence
conceptually and empirically, "little attention has been paid to interpersonal influence
outcom es, (i.e.. the success or failure o f influence attempts)" (p. 555). One possible
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outcom e o f this influence process may be perceptions o f the organizational climate o f
schools.
As noted previously, principals must juggle four sets o f relationships
simultaneously: upward to the principal's central office superiors, dow nw ard to teachers
and staff, laterally with the principal's colleagues, and externally to parents and other
concerned individuals and groups (Crow. 1992: Goldring. 1993). The multiple roles
pose difficulties for the principal. W hich role is appropriate for which audience? When
the audience is mixed, for exam ple, teachers and parents, how does the principal move
am ong the roles? Inherently, the m iddle administrative position brings an assortment o f
difficulties spanning the different roles, especially when there is conflict in the roles. For
exam ple, when the superintendent requests actions which teachers oppose, how does the
principal balance the response to each side?
The position is also highly political because the principal serves the central office
as an agent (Ferris. 1992) and the principal serves as the leader o f the school. Goldring
(1993) believes by examining the nature o f the role of principal, a useful tool for
investigating the relationship among principals, their superiors, and others can be
discovered.
Goldring and Rallis (1993) address the issue of the role o f principal as influencer
with the central office. If the principal has a good working relationship with the
superintendent, it is probable that the superintendent will act as a buffer between the
principal (and the school) and external forces wishing to exert control and influence with
the school. Significantly, it is the mutual benefit o f a positive relationship that best
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explains the strength o f that relationship. When the superintendent buffers the principal
from external forces, the principal also buffers the superintendent from forces within the
school or groups such as parents (Goldring & Rallis. 1993). Although this discussion
was directed toward reformed schools, this same mutually beneficial relationship holds
true in the predominant hierarchical systems as well.
Hoy. Tarter and W itkoskie (1992). in an exam ination o f the possible link
between the principal and school effectiveness, confirm Duckworth (1984) and Bossert's
(1982) assertions that the principal has an indirect influence on the effectiveness o f
schools as a mediating agent, partially through school climate. Crowson and Morris
(1983) examine urban schools to measure the hierarchical organizational structure and its
effects on how schools w ork. Most large urban area systems are considered to be
bureaucracies at their worst: large, rigid, and tightly controlled in a top down manner.
Crow son and Morris (1985) find that the manner o f control is primarily informal instead
o f formal. While the control is informal in nature, the bureaucratic structure of top down
control is still the overriding control agent. Loyalty, com mon values, and expectations
are the influences used by superiors to control subordinates. Crowson and Morris
(1985) ask the question. "Is there evidence of extensive control, formally and
hierarchically, over the principal's workday?" (p. 55). The principals complain of
burdensom e paperwork and the "web o f procedural rules that surround them" (Crowson
& Morris. 1985. p. 55). The principals feel the school day is controlled by the
organizational structure.
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Principals appear to respond to "influence from above when it promises personal
rew ard” (Crowson & Morris. 1985. p.59). Peterson (1984) contends that principals
determine their behavior after a "careful reading o f the upper bureaucracy" (p. 59).
Principals develop a set o f rules o f behavior that "avoid adverse publicity, they are told
to 'do it on your ow n’, produce, and don't em barrass the boss" (Peterson, 1984, p. 59).
Most district superintendents have a "low-key. alm ost distant superiorsubordinate relationship" with their principals. While this type of relationship allows
principals to sink o r swim without direct supervision, the relationship also requires that
principals understand the informal subtle clues given by the superintendent. By "getting
these clues." the principal is able to make decisions which the superintendent will
approve. Crowson and Morris (1985) conclude that w hile the relationship between the
principal and superintendent may be weak formally, the informal structure which sends
messages does function as a form o f control.
Bolman and Deal (1992) discuss the context, culture, and gender issues related to
leading and managing educational organizations, using frames to categorize
organizations. The political frame involves examining whether the organizational leaders
are "powerful-persuasive, have a high level of ability to mobilize people and resources:
are effective at building alliances and support, and adroit-politically sensitive and skillful:
a skillful negotiator in face o f conflict and opposition’^Bolm an & Deal. 1992. p. 319).
The symbolic frame examines the organization leaders’ efforts to set up images in the
minds o f constituents (teachers, students, superiors) that provoke the desired results. If
a principal wishes to be seen as a solo leader, teacher com m ittees and group decision
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making will not exist at the school. Principals tend to cluster political and symbolic
factors together. By using symbols to create the desired image, the principal is able to
exert the type o f persuasion desired. Bolman and Deal (1992) conclude that in the
USA. the "use o f symbols might likely be a primary route to influence and pow er” (p.
322).
In an exam ination o f the literature concerning superintendents, the em phasis is on
personal characteristics and relationships with the school board and other external
entities rather than with the schools. It is as if the superintendent is not a part o f the
school system but only a bridge to the outside. This one directional viewpoint ignores
what should be a m ajor component o f a superintendent's role, the superintendents'
internal school role.
Bridges (1978) states that even with the importance of the superintendency in a
school system, only a few studies investigate the superintendent’s effect upon schools,
and not much is known about the impact o f the superintendent on schools. If little is
known o f the superintendent’s role, then little is known o f the interaction between the
superintendent and others. March (1978) offers an explanation for this neglect: first,
superintendents tend to be rather ordinary: second, superintendents em phasize mundane,
bureaucratic tasks: and third, superintendents have relatively short tenures in office.
Some o f the literature available about superintendents includes dem ographic
studies conducted each year by the American Association o f School Administrators
which provide general characteristic information about current and past superintendents.
Conflict with school boards and other external players are researched (Amez. 1981;

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

42
Blumberg. 1985: Boyd. 1982: Cuban. 1985). as are demographic delineations for career
decisions o f superintendents (Cunningham & Hentges, 1982). Socialization research
examines the methods employed to adjust to the new position and situation also (Tyack
& Hansot. 1982).
Crow son (1987) states that "the general management behavior o f superintendents
(including, o f course, the nature o f their 'impact' upon the schools) is poorly understood"
(p. 58). Larson. Bussorn. and Vicars (1981) state that "the majority o f superintendent
contact time is spent with subordinates." Hannaway and Sproull (1979) find "relatively
little in the organizational life o f schools occurs as a result of coordination and control
activities by central office management, thus if superintendents spend most o f their time
with subordinates but seem to exert little direct influence upon the schools, one well
might ask what is to be gained from any attention at all to the general m anagem ent
behaviors o f superintendents" (p. 58).
In contrast to this rather pessimistic view o f the importance o f superintendents,
Crowson (1987) declares that some studies have discovered that "the superintendency is
a heavily verbal and interpersonal occupation" (p. 59). Peterson (cited in Crowson,
1987) found that superintendents em ploy various means o f control. The following facts
are relevant to the issue o f control:
1) The direct, overall supervision o f principals by superintendents is light.
2) Superintendents do control principals in part through constraints over the
flow o f resources to individual schools:
3) A m ajor mechanism o f control is the selective recruitment and
socialization o f subordinates.
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4) A common perception among principals is that they are indirectly being held
accountable by their superintendent for results
Crow son. 1987. pp. 59-60
Crowson (1987) adds "most superintendents are heavily focused on the internal
m anagem ent o f their school districts, spending most o f their contact time in interaction
with subordinates" (p. 60). Crowson (1987) argues for further research in understanding
the indirect influence o f the superintendent on schools as well as how controls are
negotiated between superintendents and subordinates and whether there are observable
differences in the use o f direct versus indirect controls.
As Crowson (1987) states, ”. . . the role o f the superintendency must be more
adequately understood within its organizational context" (p. 65). O ne o f the aspects o f
that understanding is how teachers perceive the principal/superintendent interaction as it
possibly relates to teachers* work place.
Elements Affecting Perceptions o f the Principal/Superintendent Relationship
Perceptions about leaders may be affected by a variety of factors. Heneley
(1973) concludes that leaders* behavior, which must include a leader's interactions with
others in the organization, is related to many organizational variables. These
organizational variables include em ployee satisfaction and productivity, nature o f a task,
organizational structure and climate, bureaucracy, and conflict among members. Climate
is one o f the foci for the present study. Heneley (1973) goes on to state that perceptions
o f leader behavior are an important consideration because perceptions influence leader/
subordinate relationships, and misperceptions may seriously impact the effectiveness o f
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leaders. Accepting this position, it is important to place these perceptions o f leaders in
context with those factors which help shape perceptions o r attitudes.
In the present study, the ability o f the principal to influence the superintendent
and the independence o f action exerted by the principal are paramount. Some studies
examine aspects o f this relationship. Nahabetain (1969) found that the ability o f the
principal to gain upward influence plays a role in shaping the perceptions of teachers
about that principal. Teachers value a principal's ability to provide resources for the
school by the words and actions o f the principal: som etim es those words or actions are
influencing behaviors with superiors such as the superintendent. Leithwood, Begley and
Cousins (1990) examine many studies dealing with principal practice and find that the
principal's "ability and willingness to exert influence upwards in the school system
hierarchy and to do things for the teacher" are associated with teachers' loyalty to the
principal (p. 15). Teachers' loyalty to the principal may affect teachers' perceptions of
other aspects o f the principal's relationship with the hierarchy o f the school system.
Obtaining resources which are valued by the teachers is a factor in teachers' perceptions
o f their leader. Resources, which can take many forms, include the situation in which
work must take place.
House and Baetz (1979) find that the combination o f individual characteristics
(i.e.. leader behavior) along with situational characteristics has a reciprocal relationship
with leadership and other variables o f the organization. Som e o f these individual
characteristics are intelligence, dominance, self confidence and a high level o f energy.
The situational characteristics include the nature o f the task, organizational structure and
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climate, position in the organization, and organizational harmony or conflict. House and
Baetz (1979) point out that reciprocity tends to confuse the issue somewhat, making it
difficult to sort out relationships from composite variables. For example, do self
confidence and a high level o f energy, on the p an o f the leader, lead to handling stressful
situations well: o r does the situation, itself, bring out energy and confidence in a leader?
This reciprocity is confirm ed by Jago (1982), who found that organizations create
climates which in turn create certain leader behaviors.
Research studies which have been conducted in this area include W iggins (1972)
who uses the O C D Q . a measure o f organizational climate, and a measurement of
principal behavior influence, the Fundamental Interpersonal Relations Orientation
(F I RO). to attem pt an examination o f the relationships. W iggins (1972) finds no
significant relationships overall, but interestingly finds that as the length of the principal's
tenure increased, so did the strength of the relationship am ong the variables. Time itself
adds another factor to the mix of possible shaping o f attitudes for organizational
members. The longer people work together, the better able they are to judge qualities
about relationships within the organization.
Similarly. Lee. Dedrick and Smith (1991) find that teacher attitudes about their
principal are influenced by the social interaction o f the organization. Either the
organizational interactions become more bureaucratic or the interactions become more
closely integrated. This means that social interactions either work rigidly, as formal
interactions only, or the organization has both formal and informal interactions. One o f
the formal interactions is teacher evaluation by the principal. Teachers’ attitudes about
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their principal may be affected because o f the evaluative nature o f the principal/teacher
relationship (French & Raven. 1960). One o f the roles o f principals is to assess or
evaluate the teachers in the school. This pivotal role in the life o f teachers may
overshadow any ability teachers have to objectively view principal behavior or
relationships with others, specifically the superintendent.
A nother aspect of teachers' perceptions o f principals includes com munication.
Whaley and Hegstrom (1992) examine the perceptions o f principal communication
effectiveness and teacher satisfaction and find that significant relationships do exist
among a variety o f teacher satisfaction variables. W haley and HegstronTs (1992)
premise is based on the idea proposed by Liken (1985) that "the only way to affect
em ployee attitudes is to work on managerial behavior" (p. 3). Falcione, M cCroskey, and
Daly (1977) also find that teachers’ satisfaction with their principal is closely related to
the teachers’ perceptions o f the principal's communication behavior. Communication
behavior is interaction with others such as the interactions o f the principal and the
superintendent.
Principal/Superintendent Relationship Summary
As to the present study, research into the principal/superintendent relationship
examines the principal’s role within the school as a possible influence on climate.
Additional research deals with the influence that the central office has on the principal as
well as other external variables which affect the principal.
The literature regarding superintendents exam ines the person occupying the
position and upward and outward relationships while expounding on the inward
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emphasis superintendents display. Further research has been called for so that an
understanding o f the role o f superintendents within an organizational context, and
superintendent's direct and indirect effects upon schools can take place.
Significantly, for both principal and superintendent literature, there is a distinct
lack of research effort o f the interactive process between the principal and the
superintendent and how the interaction is perceived by teachers. If understanding is to
be gained o f how school organizations function and become effective, interactions o f this
nature are an important area for research.
Follow ing the premise of Leithwood et al. (1990). the present research exam ines
factors which may relate to school climate through the principal/superintendent
relationship. Do teachers perceive that the principal has the ability to influence the
superintendent and also to act independently o f the superintendent? W hat are the
possible connections between teachers' perceptions o f this phenomenon and their
perceptions o f their school's climate? Hierarchical independence and influence form the
aspects o f the principal/superintendent relationship in the present study.

Power as a Foundation for Hierarchical Independence and Influence
A background on power from a sociological and psychological perspective is
presented as a foundation for understanding hierarchical independence and influence, the
two independent variables in the present study. The structure of these tw o fields is
understanding how people relate to each other in natural (social/familial) contact and
imposed contact (work situations and work positions). Power is a concept which has
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been applied to a variety o f organizational structures in many fields such as business,
government, and education (Foschi & Lawler. 1994).
Background
For the present research, pow er is viewed through Foschi and Lawler's (1994)
interpretation o f Emerson's Exchange Theory. Power is a "property o f the mutual
relationship between persons A and B. Power is a reciprocal part o f an established social
interaction between two persons. Power does not focus on a one-shot transaction, nor
does it focus on the 'unilateral' exercise o f power" (Foschi & Lawler, 1994. p. 160). The
determ inants o f power include "ties o f interdependence" (Foschi & Lawler, 1994,
p. 160). meaning that each person has resources or benefits o f potential value to the
other, implying that an exchange takes place between the two people (Foschi & Lawler.
1994). The exchange provides the environment for influencing behaviors, in which
person A influences the actions o f person B in order to gain benefit (Foschi & Lawler,
1994). For example, the principal influences the superintendent and this exchange
provides benefits to the school.
This exchange necessitates pow er balancing between the two people. Is power
balanced evenly between the two or does an imbalance exist? An imbalance would occur
when one o f the people is more dependent on the exchange than the other person (Foschi
& Lawler. 1994) In the current research, the superintendent provides resources, both
material and psychological, that the principal desires. The superintendent can provide
supplies in a timely manner, provide a teacher transfer in em ergency situations, and show
visible support for the principal's position on important issues with teachers and parents.
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The reverse is true as well. The principal can provide material and/or
psychological value to the superintendent. For example, if the school presents no
problem s for the superintendent, either through teachers o r students, then the principal
has provided a lack o f difficulty for the superintendent. T he superintendent values this
lack o f difficulties and rewards it. The rewards might be greater independence for the
principal and greater input in some decisions for the principal. Therefore, a
demonstration o f hierarchical independence and influence in the principal/superintendent
relationship is made (Boyan, 1988).
Foschi and Lawler (1994) state that Em erson's theory reveals a structure and
process to the exchange interaction. One extension o f this theory, in Emerson’s view, is
the "degree o f congruence between an objective observer’s perceptions o f the exchange
relationship and the interpretations of the relationship” (Foschi & Lawler, 1994. p. 161).
It is plausible to construe from this point that it would be valuable to examine the
perceptions of nonobjective observers such as teachers in schools.
Perceptions o f pow er can be as important as the power. Bacharach and Lawler
(1976) posit that "the analysis o f power perception is im portant for at least two reasons.
First, in any interaction involving the use o f power, actors seldom have perfect
information about their own and others' power. Power capabilities are typically
ambiguous: hence, conflicting parties must use situational clues to form subjective power
estim ates" (Bacharach & Lawler. 1976. p. 123). Secondly, "research on power
perception can illuminate the cognitive relevance and phenomenological validity of
objective power concepts by determining whether variables thought to govern objective
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power form the basis for subjective estimates o f power" (Bacharach & Lawler, 1976. p.
123). With regard to third party observers, opinions as to the state o f the relationship,
such as the principal/ superintendent relationship, are formed as well as opinions about
the power balance o f that relationship. When organizational members are observed, the
observers may m ake assumptions as to the potential effect the observed relationship will
have on com ponents o f the organization such as clim ate and on themselves.
It is helpful to understand how the exchange relationship affects other members
and their perceptions o f the organization as a whole. Direct exchanges offer import to
the interacting members, but the exchange effects are not confined to that one exchange.
The exchange effects also play a role in interactions with others: therefore, one
interaction may shape future behavior in other exchanges. Also, observers o f exchanges
may make suppositions about what has taken place within an exchange and change the
observer's behavior or their perceptions o f the organization as well (Foschi & Lawler,
1994). This possible indirect effect is the focus o f the present research.
The idea that relationships between certain persons affect relationships am ong a
second group o f people forms the basis for the present study. Boyan (1988). Bossert
(1982). and Duckworth (1984) argue that organizational m em bers, teachers, are
affected by other people’s relationships such as the principal and superintendent. Cook.
Emerson, and G illm ore (1983) assert that most research has not examined this question
of interactive effects across exchange networks in the sociological and psychological
areas either. The difficulty lies in the nebulous nature o f human relationships. In
organizations, positions held by individuals, as well as human interaction, play a role in
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determining what is happening in an interaction. If the president o f a com pany is
observed laughing and conversing with a junior employee, will the observers assume that
the junior employee has influence w'ith the superior and treat the junior em ployee
differently in their interactions with him?
Power exists in these exchange networks with all organizational members.
Specific to this research is whether the pow er between the principal and superintendent
affects other aspects o f the organizational life, specifically school climate, as perceived
by a third group, the teachers. As mentioned in the beginning o f this section, two
aspects of power form part o f any exchange relationship and may be observed by and
have an impact on third party observers.
Definitions
The second p an o f the discussion concerning power examines the am biguity o f
the term. Pow er is defined by the dictionary as “ the ability to get others to do what you
want" (Weber. 1947. p. 324).

Cangemi (1992) defines power as the capacity o f an

individual to "move others, to entice others, to persuade and encourage others to attain
specific goals or to engage in specific behavior, it is the capacity to influence and
motivate others" (p. 499). From a sociological point o f view. Bierstedt (1950) defines
power as a structural potential, a passive, resting entity which can be activated. Rubin
and Brown (1975) introduce the concept o f influence, noting that power is a process o f
behavioral or tactical influence. Mayhew. Gray and Richardson (1969) posit that power
is the successful outcome o f influence. Molm (1990) combines all three o f these
sociological definitions and states that a combination and interaction of the three
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definitions offers the best explanation o f pow er because the combination includes the
m ost com plete view o f power. Molm (1990) believes that power is inactive until
utilized, that it is the process o f influencing, and that it is also the outcome o f that
process o f influence. These definitions describe pow er as a process or an entity which
can be acted upon and through the action pow er exists. In the present study, the
interaction o f the principal and superintendent is the conduit through which pow er
passes.
Abbott and Carecheo (1988) further W eber’s definition stating that pow er is "the
most generic and most encompassing term in a conceptualization o f domination in social
interaction . . . a force that determines behavioral outcomes in an intended direction in a
situation involving human interaction" (p. 241). Domination and outcomes appear to be
the focal points of Abbott and C arecheo's (1988) definition of power and pow er is an
inherent part o f the organizational structure and organizational position.
Elements Affecting Power and Perceptions o f Power
There are many factors which may affect pow er and the perceptions o f power,
for exam ple, the situation which forms the environm ent. The situation might be one in
which ordinary tasks are performed in a structured manner, such as an assembly line
room, or a highly charged atmosphere like a hospital emergency room with constant
change in tasks to perform. In schools, grade configuration may play a situational role.
Licata and Hack (1980) find that socialization patterns for principals are different in
elementary and secondary schools. Communication links, both formal and informal,
differ between elementary and secondary schools. Elementary schools tend to have a
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more casual style with direct contact between the principal and each teacher. Secondary
schools are often larger and departmentalized so that a department head serves as a link
between teachers and the principal. Since power is often measured through
com munication, these communication links may affect teachers' perceptions o f their
principal's power.
Sousa and Hoy (1981) developed a multidimensional approach to studying the
organizational structure and identified four dimensions o f school structure: "(a)
organizational control, the hierarchy o f authority: (b) rational specialization, the technical
com petence o f the members: (c) system centralization, the autonom y structure: and (d)
form alization o f routine, the structure o f role performance” (p. 36). Sousa and Hoy
(1981) contend that two sources o f power are found through this structure:
organizational control and system centralization. Organizational control refers to within
school controls and system centralization refers to system wide controls. Sousa and
Hoy’s (1981) inference is that schools are bureaucratic in more than one way. Therefore.
Sousa and Hoy (1981) state that teachers must function within two settings, a result o f
the nested nature o f school system organizations. Teachers' perceptions o f power are
shaped more by the structure o f social interactions within the school than by bureaucratic
links (Lee. Dedrick. & Smith, 1991). The bureaucratic links are formal and mechanized,
which forces interaction into narrow patterns o f communication (Lee et al.. 1991). The
present research examines both the structural and social aspects o f perceived power.
The section following on hierarchical independence and influence offers a detailed
discussion o f this issue.
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Bacharach and Lawler (1976) state that people involved in interactions involving
power o r perceiving others in power interactions "seldom have perfect information about
their own and others' pow er” (p. 123). Further. Bacharach and Law ler (1976) postulate
that research on power perception may help in understanding the im pression
management tries to establish by examining how the cognitive aspect o f pow er can be
manipulated in social interaction. Attitudes o f organizational m em bers are further
shaped by the value o f interaction outcomes. For example, if teachers believe that the
principal has a hostile relationship with the superintendent and that this relationship
results in negative consequences for teachers, the teachers’ attitude toward the principal
may be altered (Bacharach & Lawler, 1976).
In a related area. Tashakkori and Thompson (1991) study attitudinal shifts in
family situations in Iran, before and after the Islamic revolution. Tashakkori and
Thompson (1991) exam ine whether the governmental and religious m oves to
conservatism significantly affect family members' attitudes about the roie o f women in
society and their findings indicate that attitudes have taken a more conservative tone
since the move to conservatism, but the shifts are not as drastic as the changes in law
might imply. Most significantly. Tashakkori and Thompson (1991) state that attitudes
are affected by the importance o f the person to the individual: for exam ple, the
principal's role as an evaluator o f the teachers. Tashakkori and Thom pson (1991)
further assert that the situation will have an effect on the attitudes o f individuals. The
relationships which will exist within that environment, especially relationships which can
be perceived as affecting third parties, are vital when establishing the organizational
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environm ent. Leader relationships are viewed as significant in the lives o f organizational
m em bers because leaders tend to impact all within the organization.
Porter and Lemon (1988) identify the principal’s choice o f pow er strategies that
affect climate and staff behavior as position and personal. Position power is the control
o f resources and information between teachers and adm inistration, among teachers, and
between teachers and parents.

Personal power is "the staff s willingness to go along

with the leadership" (Porter & Lem on, 1988. p. 30). Porter and Lemon (1988) offer
seven power strategies which principals can use: rationality, ingratiation, upward appeal,
coalitions, exchange, assertiveness, and sanctions.
Principals can use one o r more o f the strategies. W hile rationality uses logic to
obtain results, ingratiation uses flattery and deliberate seeking o f favors. Coalitions use
group action for mutual benefit and exchange is the mutually beneficial situation in which
each participant gives som ething o f value to the other. Assertiveness is the use of
forceful intellectual or em otional means to gain benefit. Sanctions offer a strategy with
negative results: if one m em ber o f the interaction does not receive the value being
sought, then some negative result will be visited upon the other m em ber o f the
interaction.
Most relevant to the present study is the strategy o f upward appeal. Upward
appeal is defined as the principal's ability to influence superiors for the benefit o f the
school. The principal accom plishes this influence through personal traits, skills, and
leadership characteristics. W hen teachers perceive the principal as influential with the
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superintendent, does that perception relate to teachers' perceptions o f the school climate
(Porter & Lemon. 1988)?
Power and Perceptions o f Power.Summary
Pow er and the perceptions o f power are integral to understanding how humans
interact with each other. When humans become members o f an organization, power
shifts into a dual mode, formal and informal. Formal mode deals with the positional
importance and impact o f behaviors on all members o f the organization. Informal mode
deals directly with the social interactions o f members and the impact o f those
interactions.
This section on power is useful as a background for the discussion of hierarchical
independence and influence which are two o f the variables forming the focus o f the
present research. Only by placing these two constructs in context can the premise for the
current study be explained.

Hierarchical Independence and Influence
The present research explores the link between teachers’ perceptions o f the
principal/superintendent relationship and teachers' perceptions o f the organizational
climate o f the school. Teachers' perceptions o f the relationship between the principal
and superintendent are examined as a power exchange: power exchange is discussed in
the previous section. The specific aspects o f power exchange for the present study are
hierarchical independence and influence: conduits through which the principal and
superintendent conduct business. The level o f independence is determined jointly by
actions o f the principal and superintendent, as is the use o f influence by the principal
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upon the superintendent. Hierarchical independence and influence exist in traditional
organizational structures, such as school districts, and are manifest in a vertical chain of
control in which subordinates report to superordinates. Third-party perspectives o f these
power exchanges often affect those third-party m em bers’ perceptions o f other
organizational phenomena.
Hierarchical Independence.
Independence exists as a component in the structure o f all organizations.
Independence can be defined in a variety of ways. For instance, the dictionary defines it
as “ being free from the influence, guidance or control o f another or others" (Webster,
1984. p. 622 ). Hierarchical independence is described by Hoy and Miskel (1991) as the
“extent to which adm inistrators demonstrate their autonomy from superiors as they
interact with teachers" (p 81). This autonomy is a dem onstration o f independence of
thought and action from a superior (Hoy & Miskel. 1991). The present study is
concerned with an application o f hierarchical independence to the principal/
superintendent relationship and concerns the teachers’ perceptions o f the independence
of the principal from the superintendent. It should be noted at this point that autonomy
and independence help define each other and that researchers often use the terms
interchangeably.
The ability to gain and maintain independence in the workplace has been
described as im portant by many researchers (Porter, 1961: Trusty & Sergiovanni, 1966:
McCoIskey. Altschuld. & Lawton, 1985). Following are descriptions o f several studies
which dem onstrate the importance of independence in the workplace. In one o f the
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earlier works on independence. Porter (1961) states that Masiow's hierarchy ot needs
should include autonom y, that need which includes independent thought and action.
Trusty and Sergiovanni (1966) also place independence in a place o f im portance and
modify the N eed Satisfaction Questionnaire (NSQ). for managerial and professional
employees, to m easures this independence need in schools. Trusty and Sergiovanni's
(1966) findings indicate middle level managers, like principals, find that the need for
independence is met more often than it is for low level managers, such as teachers. This
finding indicates that independence is valued by many levels o f workers, not just
managers. Even though middle managers indicate that their need for independence is
met more than teachers. Trusty and Sergiovanni (1966) find that independence is still
one of the greatest unmet needs o f principals and teachers alike, along with esteem and
self-actualization. Anderson and Iwanicki's (1984) research offers supportive evidence
to Trusty and Sergiovanni’s (1966) findings, as does Chisolm (1980) who finds that both
teachers and principals feel a deficit in the need for independence.
In a sim ilar vein, McColskey. Altschuld and Lawton (1985) investigated reasons
for variations in principal effectiveness and find that being independent and successful in
promoting positive change in the schools are integral aspects o f effectiveness for
principals. The above-m entioned studies offers evidence o f the importance o f
independence in the principal work life through the principal's eyes. The present study
offers a different perspective by examining how teachers view the im portance o f the
principal's independence from the superintendent.
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One direction studies have taken is to examine the types o f independence that
exists for principals and the types o f principals who demonstrate high levels o f
independence. Fullan. Anderson, and Newton (1986) find that when instituting m ajor
instructional innovations in schools, instructionally oriented secondary principals are less
affected by board and central office controls than noninstructionally oriented secondary
principals. These instructionally oriented secondary principals display independence
from central office controls. Further. Fullan et al. (1986) find that principals with
specialized knowledge in areas undergoing change within the school act with greater
independence than those principals without specialized knowledge. Principals without
specialized knowledge generally rely on guidance from the central office. This
dependence on the central office is attributable to a desire to gain benefit from others
possessing the necessary knowledge for impending changes and to a lack o f self
confidence on the part o f the principal.
Further support to this focus on independence is offered by Trider and
Leithwood (1988) who exam ine influences on principal practices for the sources o f
differences. Like Fullan et al. (1986). T riderand Leithwood (1988) find that
instructionally oriented principals are more independent and rely on their own expertise
than less instructionally oriented principals. These instructionally oriented principals are
more influenced by their staff and support from other outside community and parental
groups in problem solving within the school.
Teachers' perceptions o f principal independence are another focus that exists in
studies. The perceptions o f teachers about the principal’s level o f independence are o f
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interest since it may influence teacher overall perceptions o f the organization. This
independence is not complete, however, since subordinates are never completely
independent o f superordinates or they would not be subordinates. In organizations,
members are perceived as having levels o f independence to self direct some activities and
make decisions (Bidwell. 1965).
For example. Bidwell (1965) finds that supervisors value the ability to make
some o f the financial decisions, such as determining how to spend equipm ent and supply
funds, personnel discipline, and the implementation o f new procedures which are adapted
to the specific needs of their area. In a related matter. Sarason (1971) states that
independence at the school level fluctuates widely from school to school and that this
independence is fluid and tenuous. The level o f independence depends, in part, upon the
personal relationships between principals and central office administrators. Sarason
(1971) also finds that the central office wants, and even needs, for the school to practice
independence, but only when that independence does not cause problems for the central
office. For example, the principal may have the power to make instructional changes to
the curriculum as long as no complaints are received by the central office about the
change. Independence, therefore, is valued only as long as it does not bring about
negative reactions. This is true from the principal's point o f view as well as the central
office. If the principal is receiving negative reactions from the central office, an effect
may be felt by teachers as well.
Empirical research deals, for the most part, with the direct relationship in which
independence levels exist. Direct relationship refers to the actions, behaviors, and words
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of the people at the core o f the interactions; in this situation, the principal and
superintendent. Hannaway and Sproull (1978) find that district level administrators
control a small portion o f the principal's work, allowing greater latitude in instructional
matters and maintaining greater control o f logistical matters such as building
construction and repair and m ajor legal issues like desegregation. Porter-Gehrie and
Crowson (1980) find that the district takes greater control o f decision making and
resource allocation also. These studies (Hannaway & Sproull, 1978; Porter-Gehrie &
Crowson. 1980) offer support for the position that levels o f independence are different
depending on the issue at hand but independence is still a m ajor component o f the
principal’s relationship with the central office.
Hannaway and Sproull (1978) and Porter-Gehrie and Crowson (1980) exam ine
direct evidence o f a more factual nature, rather than perceptual nature. Information is
gathered directly from the participants as to activities involving decision making; for
example, who makes which types o f decisions. Hannaway and Sproull (1978) and
Porter-Gehrie and Crow son (1980) both ask superintendents, or central office staff, and
principals a series o f questions concerning the management o f schools. A typical
question is who decides which types o f supplies are purchased for the school. Also, the
superintendent and principal are asked if the decision can be countermanded by a higher
authority. As stated previously, principals have much wider discretion in instructional
matters than in resource allocation and legal matters such as desegregation.
Perceptual research does not ask the factual nature o f a situation or interaction. Rather,
perceptual research asks what is believed to be true by those observing the situation or
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interaction. The present research examines independence through a perceptual
framework and third party impact, specifically whether teachers' perceptions of these
levels o f independence impact other organizational perceptions teachers may have.
As with principal, independence is part o f a teacher's work. In a principal's
interactions with teachers, hierarchical independence is considered an important
component o f the interaction (Hoy & Miskel. 1991). Peabody (1962) finds that close
supervision o f teachers by the principal is viewed negatively by teachers who value their
professional autonomy (Isaacson. 1983; Mullins. 1983). Hoy. Newland. and Blazovsky
(1977) state that teachers resent close control and have a sense of no independence in
traditional hierarchical organizations. A lack o f trust and respect are generated by micro
managing teachers. This situation tends to lead to stressful relationships which im pact
other areas o f school life such as perceptions o f school climate. Following Hoy and
Miskel’s (1991) point that hierarchical independence is valued by teachers, the present
research extends teachers' perceptions o f close supervision o f themselves to teachers'
perceptions o f the supervision level o f the principal by the superintendent. If teachers
value independence for themselves, teachers will probably view independence positively
in others, specifically the principal.
Principals' perceptions o f their relationships with the central office or
superintendent are another form of examining levels o f independence. Crow (1990)
studies the principal's perceptions o f central office administrators’ influence on the
principal's relationship with teachers. Crow (1990) states that there are identifiable
features o f control that exist between the central office and the school, such as setting
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limits for resources and work environm ent restrictions. These features o f control give
understanding to the levels o f independence. By stating that a principal is allowed to
make instructional decisions independently but cannot purchase equipment without
central office permission, a boundary is set through identifiable elements. In the situation
just mentioned, it might be implied that financial matters are controlled at the central
office level, but instructional matters are controlled at the school level. These controls
are the boundaries o f a principal's hierarchical independence from the superintendent.
In another light, independence can be seen as indirectly connected to other
aspects of the principal's work life. "Controls can also influence the formation o f certain
norms o f the principal's work, such as collegiality or hierarchical orientation toward
teachers" (Crow. 1990. p. 158). Crow (1990) continues by positing that "the principal's
relationship with teachers is negatively affected when district administrators reduce the
principal's autonom y'' (p. 159). This happens when the central office hinders the
securing o f resources, financial decisions, and standard procedures forevaluations.
Crow (1990) states that it "is equally important to acknowledge more bureaucratic
linkages between central office administrators and principals as middle managers and
how central office influences the principal’s relationship with teachers" (p. 159). This
impact on the principal's relationship with teachers can be viewed indirectly through
teachers' perceptions o f the principal/superintendent relationship and how those
perceptions relate to the teachers' perceptions o f the school climate, the issue under
investigation in the present research.
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Some o f the positive effects from the principal's relationship with the central
office administrators are apparent when the central office listens and supports the
principal’s decisions. Crow (1990) finds that the principal's relationship with teachers,
along with expanding the principal's independence are improved when the central office
grants discretionary power such as budget decisions. Further. Crow (1990) finds that
principals perceive their relationship with teachers to be enhanced if the principal's level
o f independence is considered to be high by teachers.
One way that principal's believe this happens is when principals set their own
rules and standards for work. Crow's (1990) research is directed at principals'
perceptions o f their relationship with the central office administrators and how principals
believe that relationship impacts the principal/teacher relationship. The present research
extends this concept by examining how the principal/superintendent relationship is
perceived by teachers as to principals' level o f independence: this perception, in turn,
relates to how teachers perceive the clim ate o f the school.
The studies in the area o f hierarchical independence or autonomy consist mainly
o f work dealing with the impact o f superintendents on principals' day to day work
situation, direct evidence on the principal’s ability to work, and the direct impact on the
principal (Crowson & Morris. 1985: Leithwood, Begley. & Cousins. 1990). As with
C ro w 's work. Peterson (1984) finds that superintendents only display a "light control"
over principals and that part o f the control used is through the flow o f resources. This
area relates to the concept o f principal independence and influence. How lightly a
superintendent controls a principal allows for a perception o f independence by the
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teachers and how well a principal is able to influence a superintendent plays a role in the
am ount o f resources provided to the school.
Peterson (1984) and Crowson and Morris (1984) find that the types of controls
used by central office on the principal are formal rules and regulations, policy, control o f
resources, control of the decision making process, and nonverbal clues. Peterson (1984)
states that independence o r autonomy for principals and schools exists more in the
instrucdonal process rather than in the administrative and outcom es areas.
Administrative refers to financial allocation and categorization, outcom es to student
achievem ent and public reaction. Instructional process includes the selection
o f faculty, curricula presentation, and choices about what occurs when in the school.
Peterson’s (1984) study concludes that it is the balance o f control and autonomy
between the central office and the school which are main characteristics o f the
relationship.
Peterson's conclusion is supported by others, such as. G riffiths. Goldman, and
M cFarland (1965) and M orris, Crowson. Porter-Gehrie. and H urwitz (1984), who offer
evidence through the eyes o f the researcher, principal and central office staff. While
offering a presentation on activities and possible m otivations, these studies do not offer
evidence about any possible link between the direct relationships and other
organizational members’ perceptions, specifically teachers. Boyan (1988) states that it is
clear that there is much to learn about the nature and effects o f the dynamic relationships
between central offices and schools. It is important to study the dynam ic relationship
because o f the indirect effects of the central office on the school environm ent through
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resource allocation, policy, rules, and regulations. For example, when principals and
teachers understand how relationships with central office impacts a school, the school
can modify or enhance areas o f the relationship which are beneficial to the school and
improve deficit areas.
Principals also assert independence through actions, words. By choosing to
modify, rather than strictly follow, the superintendent's policy, practice, or preferred way
of handling situations, a principal asserts the right to make decisions. Leithwood et al.
(1990) describe strategies that effective principals dem onstrate. First, the principal sets
goals and a vision for the school that are usually congruent with district policies and
goals: yet. each principal has a slightly different goal depending on the needs o f that
particular school. Principals assert independence through their vision, which may not
necessarily match the superintendent’s vision for a school.
Leithwood and Stager (1986) examine problem solving techniques o f effective
principals and find that principals who are highly effective are reflective about the
decision making process and are flexible in its design. Effective principals do not keep
solving problems in the same way. Effective principals adapt. The principal's problem
solving takes into account the consequences o f actions, the district's requirements, and
the school's needs. By filtering potential problems before they develop, the principal
deflects potential conflicts with the superintendent. W ithout conflict to manage, the
superintendent is less likely to interfere with the choices made by the principal.
Leithwood and Stager (1986) find that highly effective principal's have high levels o f
cognitive flexibility and that allows principals greater independence in the problem
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solving process. In essence, the principals are "not giving" the superintendent cause to
become part o f the school's decisions.
Following the same line of inquiry. McColskey, Altschuld and Lawton (1985)
find that effective principals use more and a higher quality o f information in problem
solving situations than the typical principal. This trait gives the effective principal
greater credibility in the eyes o f the superintendent, hence greater independence o f action
is accorded because the superintendent trusts the principal's judgement. The effective
principals also appear to have greater internal confidence about the im portance o f their
role as principal, a greater understanding o f the level o f autonomy needed, and greater
ability to affect change in the school than the typical principal
Leithwood (1986) finds support for this position in his study o f influences on
principal practice. Principals who possess greater training and policy know ledge are
more likely to rely on their own judgement rather than that of the superintendent or other
superior. At the same time. Lortie (1988) offers a boundary to the use o f this
independence, contending that principals are selective with their use o f independent
actions. Because principals do not wish to dam age their leadership position any action is
evaluated in terms o f the impact on the principal's position. For example, if a principal
wants to modify district policy on class schedules, the principal will consider the
superintendent's reaction if some parents complain. If the principal feels that the issue is
important, the principal will continue with the plan and be ready for the com plaints,
probably preparing the superintendent as well. This behavior is supported by the findings
of Leithwood and Stager (1986) and M cColskey, Altschuld and Lawton (1985).
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Principals are judicious in independent actions so as not to harm the continuation o f their
jobs. For example, if the principal determines that the negative effects o f the class
schedule are too great, then the principal will decide not to use independence for that
issue. O nce again, independence plays an important role and is a m ajor com ponent o f a
principal's relationship with the superintendent and central office.
Lortie (1988) also studies the effects higher levels o f independence have on
principal dispositions and that relates to the research by McColskey. Altschuld and
Lawton (1985) and Leithwood (1986). Lortie finds that the more independent a
principal, the more likely that the principal’s disposition will become important in the
principal's role for positive changes in the school. One o f the ways principals affect
change in schools is through their relationship with the superintendent. If a principal's
disposition is positive because independence is high, the principal will be more likely to
enhance the school's position through the relationship with the superintendent, by
providing resources and gaining benefits for the school. Independence and influence are
working in concert in Lortie's scenario.
A nother important variable o f a principal's work life is the relationship with
teachers. Isaacson (1983) and M ullins (1983) find that hierarchical independence is
significant in generating teacher loyalty to principals. Teacher loyalty indirectly impacts
climate and is partially based on teachers' perceptions of how well the principal runs the
school (Leithwood. Begley & Cousins. 1990). again demonstrating that independence is
an important aspect o f the principal's role (Hoy & Miskel, 1991).
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Independence, measured as autonomy, is studied in organizations across a broad
spectrum o f fields. In business research, Pennings ( 1976) finds that the more
autonomous organizations, which have independent subunit leaders, have higher morale
and productivity: while Carss and Grassie (1973) find that the less autonomous an
organization, the less job satisfaction is felt by organizational members. Independence is
valued in leaders by subordinates no m atter the field o f endeavor. Pennings (1976) and
Carss and G rassie's (1973) studies also deal with direct, self reported data about
personal perspectives. Again a missing variable is third party perceptions o f
independence levels.
Hierarchical Influence.
Influence can be defined as “a power indirectly or intangibly affecting a person or
event" (Webster. 19X4. p. 630). Hoy and Miskel (1991) define hierarchical influence as
the ability o f the principal to gain positive benefit from the superintendent on behalf o f
the school. This ability indicates the principal's skill, as perceived by teachers, for
negotiating and appropriating resources and decisions making pow er o f diverse types for
the school (Hov & M iskel. 1991).
Influence functions informally, as part of social interaction am ong members o f
any social organization. H an (1993) posits that the "social relationships between formal
leaders and their hierarchical subordinates and superordinates play an im ponant pan in
their influence on the school" (p. 9). People attribute cause to them selves and to
powerful people in their social group and may act on these attributions and create effects
based on their perceptions (Hart. 1993).
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Turner’s Unified Theory o f Interaction (1993), discussed in A. Hart’s Principal
Succession: Establishing L e a d e rs h ip in Schools, presents social behavior within
organizations as sets o f overlapping interactions which constantly influence and change
the behaviors, not only o f direct participants in the interaction, but o f those who observe
the interactions and interpret them. Turner's theory seeks to unify interactions and the
effects rather than to study them in isolation. H art’s (1993) discussion o f Turner's
Unified Theory o f Interaction offers the following explanation o f how interaction affects
the organization: "In the interaction process, people signal a course of behavior,
interpret their own signals, and interpret the signals o f others. They then act in response
to their interpretations, and the cycle repeats itse lf’ (p. 95). By observing the
interactions o f the principal and superintendent, teachers form opinions and feelings
about the nature o f the relationship: then they interpret how that relationship affects
them, and in turn the teachers' reactions may influence their opinion about the climate of
the school.
Mitchell and Spady (19X3) view influence as one expression o f power in which
persuasion rather than coercion is used to get others to do what is wanted. Mitchell and
Spady (19X3) view- influence as more limited than other forms o f power, and note that
there is a need for trust to exist in a relationship in which influence is used successfully.
For the present research, hierarchical influence is measured through the teachers'
perceptions o f the principal’s ability to persuade or convince the superintendent to
provide resources for the benefit o f the school. Pelz (1952) notes that “ if a supervisor
(or any group leader) has considerable influence within his organization, when he
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behaves so as to help employees toward their goals, he achieves concrete benefits for
them and their satisfaction with him increases” (p. 214). Pelz {1952) further states that
the amount o f influence a supervisor, such as a principal, generates with the superior is a
conditioning factor in the relationship o f supervisory behavior to employee satisfaction.
As stated previously, when teachers are satisfied w'ith the principal's
performance, including the relationship with the superintendent, then teachers'
perceptions o f other school attributes are impacted. For example. Kelly (1980) states
that job satisfaction is a factor in determining a teacher's perception o f school climate.
Therefore, a link runs from teachers' perceptions o f the principal’s ability to influence the
superintendent to teachers' perceptions of organizational climate in the school.
Cook. Emerson. Gillmore and Yamagishi (1983) posit that the level o f influence
is dependent on the centrality of one's position in a social system. According to Marsden
and Laumann (1977). "those persons at the center o f the network, on whom the more
peripheral actors are dependent, are the most powerful actors in the system" (p. 217). In
school districts, the principal stands in this central position o f power and is able to exert
influence with both superiors and subordinates. Marsden and Laumann (1977) view the
principal as the most powerful position because o f the potential to affect, both upward
and downward, the behavior or organizational members, including the superintendent
and the teachers.
The principal does not influence or persuade only in the principal/teacher
relationship, but in other relationships as well. In the principal/superintendent
relationship, the principal exercises power upward with the superintendent. In essence.
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this is a social interaction since the principal is not in an organizational position to force
com pliance from the superintendent. Studies that deal directly with aspects o f these
influencing behaviors include Mowday (1978), discussed in chapter 1. who finds that
principals with higher expectancy motivations more actively attempt influencing
behaviors with district personnel than principals with low motivations.
M ow day's (1978) finding agrees with opinions expressed by McColskey.
Altschuld and Lawton (1985) about hierarchical independence. One o f the theories
which supports the importance o f influence with superiors as a vital aspect o f leader
relationships is Stogdill's (1963) twelve dim ensions o f leadership. The com bination o f
two o f S togdill’s dimensions, persuasion and superior orientation, describe the use o f
influence effectively with superiors as a necessary component of good leadership. In the
present study, hierarchical influence fulfills these two dimensions. Persuasion is a
person's ability to move another to some desired action and superior orientation is
exhibited when a person displays awareness, through words and actions, o f their
superior's position and attitude about issues. For example, a principal may display
superior orientation w hen preparing a curriculum change for the superintendent's
approval. If the principal knows that the superintendent prefers information provided in
a certain m anner (i.e.. short executive summary), the information is provided in that
manner. This action exhibits an awareness o f superior preferences which can enhance
the possibility o f a positive outcome and displays superior orientation.
In a sim ilar vein, Likert posits that "the superior that has the most favorable
image am ong the organization's members is perceived by subordinates as supportive.
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friendly, and helpful. This supervisor seel- to serve the best interests o f the employees
as well as the com pany" (Likert. 1961. p. 101). By influencing the superintendent for
the benefit o f the school, the principal serves the interest o f the teachers. In comparison
when subordinates react unfavorably in situations, it may be because the supervisor is
unable to meet subordinates' expectations, for example getting needed or desired
resources (Likert. 1961). These results, both positive and negative, dem onstrate the
relative importance of influence in the principal's role.
Influence leads to a situation in which principals are valued by teachers and have
the teachers' confidence and support. This situation happens when the principal is willin
to exert influence with superiors for the benefit o f teachers (Isaacson. 1983: Mullins,
19X3). Bossert (1982) and Duckworth (1984) link these attributes to school climate in
indirect ways. The teachers value the principal, partially, for the ability to influence
superiors and gain benefits for the school, thereby influencing teacher attitudes about
other aspects o f the workplace, specifically the climate of the school. Andrew's. Soder.
and Jacoby (1986) find that the ability o f the principal to m obilize resources (i.e., use
influence to receive resources) to achieve school goals is seen by teachers as valuable in
the overall relationship between leadership and achievement o f students. This supports
Bossert (1982). Ellett and W alberg (1979). and Duckworth's (1984) contention that
principals and their relationships have mediating, direct, and indirect effects on climate
and student achievement. Once again, the principal is placed in a central role of
im portance in the school's life. Therefore, understanding those aspects of a principal's
work life which impact other organizational phenomena are important.
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Sivage (19X2) studies the importance o f principal support for teachers. The
principal's w illingness to provide resources is one way principals display influence
according to Hoy and Miskel (1991). Sivage's (19X2) findings indicate that this ability
has a positive impact on schools. Crow (1990) finds that positive effects are felt in the
principal/teacher relationship when principals believe that the central office listens to the
principal's argum ents for new instructional techniques and supports the principal. In
other words, principals believe that when they are able to influence the central office for
the benefit o f the school, principals are perceived more positively by teachers.
C ontinuing with the positive effects o f principal’s influence. Johnston and
Venable (19X6) state that “hierarchical influence is clearly an important aspect of the
principal's role attributes" (p. 24). Johnston and Venable (19X6) posit that hierarchical
influence is important because positive work relationships with teachers, in both the
elementary and secondary schools, are desired by principals. Accepting this as a goal,
principals need to he aware that teachers will react positively to the principal if teachers
perceive that things are being done on behalf of the teachers. Additionally. Johnston and
V enable's (19X6) findings indicate that the principal may gain a high degree of teacher
loyalty if the principal is perceived to have influence w'ith superiors and if the necessary
resources for the teachers are provided. The principal's ability to influence the
superintendent is valuable to teachers and may relate to other perceptions formed by the
teachers.
Hoy. Tarter, and Kottkamp (1991) exam ine the health of organizations with the
O rganizational Health Inventory (OHI). One area examined is principal influence, that
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is, the ability o f the principal to influence superiors. Hoy et al. (1991) based their study
on teacher perception with the school as the unit o f analysis. The premise o f the study
is that healthy schools should have principals who score high on principal influence. Hoy
et al. (1991) indicate that leadership and support o f the principal, measured by
consideration, initiating structure, influence with superiors, and resource support, are
vital parts o f the management of a school. Healthy schools have a principal and teachers
who are able to deal with external and internal difficulties and do not allow these
difficulties to interfere with the educational m ission of the school (Hoy. Tarter, &
Kottkamp. 1991). This relates to the study by M cColskey. Altschuld and Lawton
(19X5). in which they state levels o f self confidence and independent action, as well as
the ability to influence superiors are principal traits valued in healthy schools.
One o f the ways Hoy et al. (1991) measure the ability to influence the superior is
by asking teachers if the principal has a good working relationship with the
superintendent, a rather vague description. Principals must be flexible in interactions with
the superintendent. When a principal is able to gauge the situation, the principal is able
to determine the needed behavior which will best align the school in a positive light with
the superintendent. It is this skill at negotiating that is valued by teachers. When the
principal dem onstrates influence with the superintendent, how teachers perceive that
influence may relate to other teacher perceptions.
As discussed in the Power section. Porter and Lemon (1988) examine these sam e
constructs as they relate to school climate and the findings indicate that principals need
to give greater attention to positive methods o f w orking with superiors, such as reason
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and bargaining, if school climate is to be more positive and lead to m ore effective
schools. Porter and Lemon (1988) com bined these findings with OCDQ results for the
same schools. Interestingly, upward appeal is used more frequently in closed climate
schools than in open climate schools.
Sociological research also exam ines direct effects o f influence (Barry & Bateman.
1992: Berger & Conner. 1969: Cam m illeri. Berger, & Conner. 1972) including
relationships between people and the effects o f attempted influence, such as the ability of
one to change or influence another to change their opinion o f some issue. Barry and
Bateman (1992) support Porter and L em on's (1988) findings that when influence is
upward in nature, rationality is the m ethod most often employed to influence the
superior. Barry and Bateman (1992) offer a concern about the research which is based
on self perception by the person attem pting to influence another. This self reporting
condition biases the results and calls for a more independent assessment o f the
relationship. Barry and Bateman (1992) urge further research to exam ine the
perceptions o f others as a verification o f these self reports.
Deluga (1991) examines the upward influencing behaviors in the health care
profession using the premise that rational upward influencing behaviors offer the best
chance to reduce interpersonal stress and promote improved performance o f managers
and subordinates. D eluga's (1991) findings offer further support for Porter and
Lem on's (1988) position. The em phasis in D eluga's (1991) study, as well as studies by
Kipnis and Schmidt (1988) and previous work by Deluga (1989), is to link stress with
influencing behaviors by subordinates. Kipnis and Schmidt (1985) establish methods of
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upward influence as friendliness, assertiveness, bargaining, coalition, higher authority,
and reason. Reason, bargaining and friendliness are considered to be the least
threatening o f the methods and therefore the most positive. Molm (1990) discusses the
neglect o f researchers of indirect effects o f interactions in organizational relationships
and notes that while researchers examine the effects felt by both members o f an
interaction, the effects felt by observers o f that interaction are not scrutinized. Molm
(1990) views indirect effects as an overall pan o f the exchange interaction. One example
o f how third party observation becomes part o f the influence interaction can be observed
through Berger and Conner's (1969) and Foschi. Warriner. and Hart’s (1985) studies
which focus on influencing behaviors.
Berger and Conner (1969) find that expectations o f performance levels tire
related to the ability o f one person to influence another. For exam ple, if two people are
given an independent test, and told how each did (one scoring high, the other
significantly lower) and are then given a jo int test, the lower scoring m em ber is
influenced by the higher scoring m em ber to change answers on the joint test. If the two
m em bers score the same on the first test, then 62ck o f the time, no influence is felt by
either participant (Berger & Conner. 1969). As an extension o f this work, Foschi.
W arriner. and Hart (1985) add the elem ent o f third party observation, as is the present
research. Foschi et al.. along with other researchers (Crundall & Foddy. 1981; Foddy.
1988: M oore. 1985). find that people are influenced by observations o f others within the
organization, concerning day to day activities in the organization. For the present
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research, one o f the reactions that teachers may have is to com bine their perceptions o f
the principal/superintendent relationship with their perceptions o f school climate.
Hierarchical Independence and Influence Summary
The reviewed literature offers many studies concerned with the direct
relationships and effects o f independence and influence. These studies offer evidence o f
how work is conducted and viewed by the direct relationship participants. The present
research offers an extension o f this work by examining the indirect effects through third
party observations. Crow (1990) states that further research should exam ine what
effects central office influence has on the principal/teacher relationship, including the
degree o f independence or autonomy allowed the principal, and how the central office
affects the credibility o f the principal with teachers by the allocation o f needed or desired
resources. The present study addresses how teachers' perceptions o f the principal/
superintendent relationship relate to the teachers’ perceptions o f the clim ate of the
school. This display or use of independence and influence is not only direct and
objective, but perceived by oneself, the other partner in the exchange, and third-parties
w ho observe the series o f exchanges and outcomes.
The strongest link between hierarchical independence and influence and climate is
established by Hoy. Tarter, and Kottkamp (1991) who state that schools with open
clim ates are ones in which "the principal has influence with superiors while retaining the
ability to exercise independence. Principals, who are persuasive, work effectively with
superiors, and who dem onstrate an independence in thought and action promote mutual
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trust am ong the faculty" (p. 113). According to Hoy, Tarter, and Kottkamp (1991),
mutual trust is an integrative theme running through healthy schools with open climates.
Hierarchial independence and hierarchical influence, like organizational climate,
constitute an area with definition confusion, a state that will almost certainly continue.
The present research gives greater depth to the understanding o f the phenomena.
Independence and influence are the ability to accomplish goals by getting people to
perform as desired; a necessity in all organizations.

Organizational Climate
Organizational climate is a broad topic which has been handled in a variety o f
ways by researchers. There is a multidimensional nature to climate because
organizational m em bers' perceptions are involved in m any w'ays. The elements o f
climate perceptions are discussed through the literature reviewed in this section. Climate
is the way organizational members perceive the overall "feel" o f their work place. The
concept o f organizational clim ate exists across fields o f endeavors such as business,
health industries, the government, charitable organizations, and even families. Moran
and Volkwein (1992) state that the phenomenon has been validated across fields while
the dilemma rem aining is how to identify the processes which account for differing
climates within organizations.
Organizational climate is a group phenomenon which must be explored in that
group arena. Since organizations are composed o f groups o f people, the climate o f the
organization is a com posite of members' perceptions. Depending on the focus o f the
research, w hether all members or only part o f the organization should be questioned for
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the measure under investigation must be decided. For example, the present research
examines w hether there is a connection between teachers' perceptions o f the
principal/superintendent interactions and teachers' perceptions o f school climate.
One distinction which needs to be made is between district climate and school
climate. The difference is that school climate is based on teachers’ perceptions within a
school about that specific school, while district climate is based on the perceptions o f
organizational members (i.e.. teachers and principals from all district schools, as well as
central office staff) o f the district as a whole. This confusion is inherent in nested
organizations where one unit is a subset o f a larger unit.
The overlapping nature of nested organizations presents a difficulty for all
research. District com ponents have effects on schools, and individual schools have
effects on the whole district. For example, if a school wins an award based on
achievement levels or athletic endeavors, the district will reap psychological as well as
possible material benefits from the award. This event affects district climate as well as
school climate (Boyan. 1988). The "feel" o f the district and the school will be m ore
positive, at least for a time. The positive results can also produce a repetitive effect
which is reinforced within the school. While this confounding o f effects must be
acknowledged, it does not hinder researchers from examining the separate effects. By
examining schools and districts separately, the possible effects can be analyzed.
The review o f school organizational climate literature presented is divided into
five sections: definitions, research approaches, effects, determinants, and instruments.
The first section offers a discussion o f the myriad o f definitions o f climate: the second
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section discusses the approaches to exam ining climate: the next two sections offer a
discussion o f the context o f climate literature, and the fifth section discusses
measurements o f climate.
Definitions
Organizational climate is defined in a variety o f ways by researchers. Hoy and
Miskel (1987) define climate as the members' perception o f the general work
environm ent o f the school: climate is influenced by the formal organization, informal
organization, personalities of participants, and organizational leadership. Tagiuri (1968)
defines climate in terms o f the multidimensional nature o f the concept. Tagiuri’s (1968)
model of organizational climate divides climate into four dimensions: ecology, milieu,
social system, and culture. Ecology is the physical and material nature o f a school—the
building, desks, supplies, electricity. Ecology defines the physical nature o f an
organization, the setting for the day-to-day functioning of work (Tagiuri, 1968).
Milieu consists o f the status o f the people involved in the school, their social class and
econom ic standing. If the organization is large and complex in its operations, there will
be more than one set o f these groups. For exam ple, in a school system , adm inistrators
and teachers may be middle-class, economically, while the cafeteria and maintenance
staff are in the working-class (Tagiuri, 1968).
The social system dimension concerns the relationships o f the individuals and
groups of individuals within the school. Social systems are composed o f the interpersonal
relationships, both formal and informal, am ong organizational members. Tagiuri (1968)
states that teachers may be colleagues only [formal relationships! or friends [informal
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relationships|. Administrators interact with each other, with teachers as individuals and
as a group, with parents, and with other community members. These relationships form
the social system o f the organization (Tagiuri, 1968). The culture dim ension focuses on
the custom s, shared beliefs, and values o f the people within the school (Tagiuri, 1968).
Similar to the social system, it deals more directly with the foundation exisdng within the
organization, based on the consensus o f members about goals, behavior, and standards
o f perform ance (Tagiuri. 1968).
Griffiths (1988) notes the lack o f an authoritative definition for the organizational
clim ate o f a school and refers to the "fuzzy concept." which is a generally accepted
weakness in the literature (p. 29). Hoy. Tarter, and Bliss (1990) also conclude that
"there is no standard definition o f | school | organizational climate . . . climate is
conceptually complex and vague" (p. 260).
The variety o f research approaches to the topic supports this view o f climate as
a "fuzzy concept." In addition to the four dimensions described by Tagiuri (1968).
Halpin and Croft (1963) concentrate on the "social interaction between the principal and
the teachers" (p. 7). Based on discussions with teachers. Finlayson (1987) concludes
that the experience of climate is obvious, but is hard to define. O ne explanation o f the
phenom enon is. "It's like a ghost: I can touch it but it is not really there, but I know it is
there" (Finlayson. 1987. p .163).
As Miskel and Ogawa (1988) discuss, there is a need for further conceptual
definition refinement and a consideration o f the multidimensional nature o f climate. This
multidimensional viewpoint is in agreement with Moran and Volkwein's (1992) cultural
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perspective on clim ate research, which is addressed in the next section. Since a variety
o f groups is included in schools (i.e.. students, teachers, adm inistrators), perceptions of
climate may differ for each group, depending on a variety o f factors, such as goals, needs
(professional and personal), and requirements o f superiors.
Anderson (1982) gives a definitive overview o f research conducted on
organizational clim ate in educational settings and concludes that the concept o f climate is
''fuzzy," as Griffiths describes, and in need of greater analysis. Anderson (1982) finds
that the research conducted examines climate in one o f tw o ways, either directly or in
climate's possible effects on schools. For example, climate is exam ined directly when
considered pan o f the work environment for teachers. As a secondary factor, climate
may be examined as a contributor to the goal o f a school, learning, along with other
factors, such as socio-econom ic status o f students and financial limitations of the district.
Researchers broaden o r narrow the definitions o f climate as it suits the needs o f their
study. While it is appropriate to define terms specific to a particular study, there needs
to be a general consensus am ong researchers as to the param eters within which climate
exists.
Anderson (1982) further finds that model specification is still in flux when
examining climate and notes that more precise models are needed which capture all
possible interactions within the environment o f the school. Anderson (1982) also
cautions that variance is markedly affected when the unit o f analysis moves from one
level to another. This point is extremely important since the unit o f analysis affects the
statistical results of any study. If the examination o f clim ate uses the teacher as the unit
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o f analysis, statistical variance will be greater than if the school is used as the unit o f
analysis. By using teachers as the unit, within school differences can be exam ined as well
as school level results. If climate is viewed as a group phenomenon, then the proper unit
would be the school, with smaller variances resulting.
One aspect o f climate research is set. Climate is determined by the perceptions of
organizational m embers about the organization, other members, each member's place
within the organization, and the interactions/functions o f the organization. There may be
disagreement about the significance o f each com ponent, the importance o f interactions
among members, and the importance o f third-party observations o f interactions, but
perceptions form the definitional framework of climate.

Research Approaches
Examining previous research in several fields allows Moran and Volkwein (1992)
to divide climate research into three sets o f approaches: structural, perceptual, and
interactive. At the conclusion o f their work, Moran and Volkwein (1992) propose that a
fourth approach, a combination o f the interactive and cultural approaches, offers the
most nearly com plete examination. First, a description of research in the three areas
Moran and Volkwein (1992) delineated.
Structural approaches to climate research examine climate as a formal elem ent of
the organization. Climate is seen through m em bers' perceptions o f the overall system
encountered on a day-to-day basis (Guion, 1973: Inkson et al., 1970). The limitations
inherent in a structural approach are that the examination is o f the formal organization
as the functioning indicator o f climate while the informal social system o f the
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organization is ignored. Many complex issues concerning interpersonal interactions are
never exam ined in a structural approach and thus the researcher is hindered in explaining
fully the processes used within organizations to determine climate and its potential
effects on the organization as a whole (M oran & Volkwein. 1992).
Perceptual approaches to the study o f clim ate posit that the main focus lies at the
individual level and that climate is a psychological process of each person. Jam es (1978)
and Schneider and Reichers (1983) conduct research in perceptual terms. Schneider and
Reichers (1983) examine how members select organizations to join, are attracted to
certain types o f organizations, and choose to leave those organizations with which
members do not mesh. People tend to be attracted to organizations which "fit their
personalities and implement their self-concepts, and obtain outcomes they desire"
(Schneider & Reichers. 1983. p. 27). Schneider and Reichers' (1983) findings indicate
that organizations tend to have homogeneous members. By placing the focus only at the
individual level, researchers are stymied in any attempt to generate group consensus or
perspective. Neither can researchers understand the link between formal organizational
effects and the members of the organization as a whole. Perceptual approaches bring the
human elem ent into the equation, but neglect group effects as a significant part o f
climate analysis (Moran & Volkwein, 1992).
Interactive approaches to climate research contend that it is the interaction of
individuals responding to their work environm ent that brings a consensus concerning the
organizational climate. Schneider and Reichers (1983) maintain that "people in
communicative interactions with each other, respond to. define, and interpret elem ents o f
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the situation in particular ways" (p. 33). The interactive approach "assumes that both
groups o f individuals and the structures, practices, and procedures o f organizational
functioning are important" (Schneider & Reichers. 1983, p. 34). Observations and
interview s provide the qualitative methods for exploring these interactions which take
place in specified situations within the organization. The possibility that subgroups
within the organization have differing climate perspectives allows for comparative
studies as well. The overall impression o f organizational members as to the
psychological "feel” o f the work place is m ost important. Tangential to this concept,
organizational structure and individual perceptions play a role, but the group holds the
central position (Schneider & Reichers. 1983).
The interactive approach most closely resembles the present research strategy. If
members' perceptions o f interactions among individuals, especially the administrators’
interactions, serve as a possible conduit to forming climate perceptions, then a link is
established between two major constructs, clim ate and leadership. The group
perception, a shared agreement about what occurs in the work place, forms the
foundation for clim ate perceptions o f the organization.
W hile Moran and Volkwein (1992) view the interactive approach as the most in
depth o f the three approaches to climate research since it involves group perceptions and
shared agreem ent about the organization, they state that the interactive approach does
not consider a broad enough context. Moran and Volkwein (1992) contend that the
cultural aspects o f individual members and the organization as a whole will provide
additional depth to the understanding o f an organization’s climate. Moran and Volkwein
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(1992) seek to link culture and climate as distinct, but interwoven constructs which must
be studied together. Therefore. Moran and Volkwein (1992) hypothesize that a
com bination o f the interactive and cultural approaches offers the best and m ost complete
exam ination o f an organization's climate.
Moran and Volkwein (1992) believe the previous approaches have exam ined only
parts o f the whole. The combined approach connects all the parts and places them in the
proper context, the culture o f the organization. Allaire and Firsirotu (1984) contend that
culture should be contrasted with climate. Culture reflects more than the knowledge and
behavior o f organizational members. Culture also includes the products o f that
knowledge and behavior, specifically shared myths, norms, and values. Ashforth (1985)
posits that know ledge and behavior move together by stating that "it is not a large
conceptual step from shared assumptions (culture) to shared perceptions (climate)" (p.
841).
Moran and Volkwein (1992) view the connection between culture and climate as
an extension o f the theory building which is an interpretive paradigm (Lincoln & Guba,
1985: Mumby. 1988). Moran and Volkwein (1992) believe that the interactive/cultural
approach is an interpretive paradigm that gives perspective about the w ay m em bers in
organizations develop common myths, norms and values. By including these aspects,
researchers move from a mainly psychological focus to a more sociological one.
Moran and Volkwein (1992), Allaire and Firsirotu (1984). and Ashforth (1985)
give contextual understanding to all aspects o f the organization. The proper placement
o f organizational components within the overall picture o f the organization allows for the
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greatest understanding o f organizations. While there is value in this overall approach
thor does not negate the importance o f understanding smaller, underlying issues such as
how leaders interact with each other and the effects those interactions have on other
m em bers o f the organization. The more narrowly focused research can serve as a
building block in organizational research.
Effects and Determinants o f Organizational Climate
Clim ate is often used as an indicator o f school effectiveness. A study by
Brookover. Schweitzer. Schneider. Beady. Flood, and W isenbaker (1978) finds that
when com bined w'ith the socio-economic status of the students, clim ate accounts for up
to 727e of variation in student achievement. Teddlie and Stringfield (1993), in their
study o f school effectiveness, expand the research and Find that climate accounts for
more variance than socio-economic status. This places climate as a core variable
affecting the goal o f education, student achievement.
When exam ining climate in relation to teachers and their work environment,
Levine and Lezotte (1990) and Kelley (1980) look at job satisfaction, motivational
levels, and the interactions among teachers as well as interaction between teachers and
principals. Levine and Lezotte (1990) report that com m unication, collaboration, and
collegiality. which are aspects o f interactions within the organization, are emphasized in
highly effective schools. Kelley (1980) posits that schools are environm ents with
m em bers who are concerned with jo b satisfaction and productivity. Kelley (1980)
describes some schools as ’’cheerful'' while others are "moribund and lack enthusiasm"
(p. 1). This use o f emotional terminology is o f concern, as is the desire to pin down
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concrete variables making up climate. The psychological feeling o f a school's population
is not easy to define, since there is an endless variety o f possible com binations o f people
whose needs vary. This situation brings a variety o f perceptions o f clim ate within the
same organization.
Many studies exam ine the Tagiuri's (1968) four dimensions in effects and
determinants research. W eber (1971) uses ecology, the physical environm ent o f schools,
by examining building age as a possible factor in student achievement. Following in the
same vein. Rutter. M augham. Mortimore. Ouston and Smith (1979) exam ine the effects
of decor and facility maintenance in twelve high schools on achievement levels. The
study by Rutter et al. (1979) is severely limited since only physical materials are
examined and no human com ponent is included.
The second dim ension, milieu, the person or group characteristics o f the
organization, is studied as to potential effects on student performance. Teacher
characteristics, including salary and degree levels, are used as possible predictors of
achievement by McDill and Rigsby (1973). Schneider, Glascheen, and Hadley (1979)
examine family characteristics o f students as possible predictors o f academic
performance. While the human factor is considered, the absence o f what people think or
feel is missing: statistical data alone is used.
The social system, the third dimension, forms the foundations for studies about
effects of the administrative structure o f schools on student achievement (Anglin, 1979:
Rutter et al.. 1979: Hallinger. Bickman and Davis. 1990). teacher involvement in
decision making (Wynne. 1980: Taylor & Tashakkori. 1994), and teacher/teacher
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relationships (Rutter et al., 1979; Wynne, 1980; Tarter, Bliss & Hoy, 1989). These
social system studies exam ine the human component in detail but leave out the physical
and material conditions often.
The cultural dim ension o f Tagiuri's Model (1968)—customs, shared beliefs and
values o f organizational m em bers-exam ines the impact on achievement. Some aspects
which appear to have a positive relationship with achievem ent are teacher expectations
(Brookover & Lezotte. 1979; Weber. 1971; Edmonds. 19791. shared student norms of
performance and behavior ( Brookover & Schneider. 1975; Rutter et al., 1979) and
teacher com mitment (B rookover & Lezotte. 1979). T hese cultural studies exam ine more
formal attitudes and beliefs held by organizational m embers rather than perceptual
information about relationships within the school.
School effects research employs a variety o f m ethods in examining climate such
as questionnaires, physical records, and observations. M easuring climate, according to
James and Jones (1974). is perceptual. Anderson (1982) notes that effects research uses
one of three theoretical approaches, input-output, sociological, and ecological. These
approaches use different factors when measuring climate. The input-output approach
examines the resources, both financial and physical, w hich are given by the school
systems and matches them with the output of goal achievem ent for the school.
Sociological approaches examine the relationships and possible influences o f the social
system on academic performance. The third theoretical approach, ecological, attempts to
provide an all-encom passing study o f the two previous approaches plus the cultural
aspects o f the organization (Anderson, 1982).
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Organizational climate, viewed through the social system dim ension, is
determined hv the perceptions o f varying groups of people within an organization and
their interactions. For exam ple, teachers interact with each other, students,
administrators, parents, janitors, secretaries, etc. The personal relationships and personal
histories o f all members o f the organization and the way those relationships and histories
affect organizational relationships play a role in climate as well (Bloom. 1976).
Hoy et al. (1991) specifically examine teacher/teacher behaviors and perceptions
along with teacher/principal behaviors and perceptions. Collegiality, trust in others, and
strong informal relationship among organizational members (especially when it offers
support both professionally and personally) are determinants o f good clim ate. Goodlad
(1975) states that earlier climate studies offered little in the way o f perceptual research,
rather the research relied on more quantitative determinants o f climate such as socio
economic status and ethnicity o f the organizational members: fiscal and physical
conditions o f the school; and available resources.
Elements Affecting Climate and Perceptions o f Climate
Many factors may affect organizational climate. Since organizations can be
complex in nature and structure, subtexts o f the organization can foster separate
climates. This leads to the multi-natured structure o f climate studies. Factors affecting
climate include such things as who is measured (administrators, teachers, o r students);
how many organizational members are measured: how the data are reported (self,
observational, or interview): and how climate is defined for the study (Boyan, 1988:
Anderson. 1982). Miskel and O gaw a(1988). in N. J. Boyan's Handbook o f Research on
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Educational Administration, are concerned with the quality o f climate research as it
pertains to the social ^ystem-perceptual-rneasurement o f organizational attributes
because they believe examining perceptions only is a mistake.
M iskel and Ogawa (1988) review other approaches which may offer m ore depth
to the discussion o f climate issues. Likert (1961) offers a social system perceptual
measure which examines superordinate/subordinate relationship types as the cornerstone
o f clim ate discussions with four main types o f relationships: exploitive-authoritative,
benevolent-authoritative, consultative, and participative. Adding eight organizational
characteristics to the model. Likert offers a climate description which exam ines workers
and leaders but not students. Ferris (1965) used this approach in his research and found
that the participative relationship seemed to positively relate with effective and excellent
schools. W agstaff (1969) found that satisfaction levels for students and teachers were
also higher in the participative schools than in those with other relationship types. These
studies are grounded in the social system-perceptual mode.
Stinhoff (1965). who developed the Organizational Climate Index (O C l),
exam ines climate as the relationship between an individual and the environment, which is
called environm ental press. S tinhoff s approach examines the relationship between
internal personality needs and external situations. When the two interact, there are
reactions called behaviors. These behaviors are categorized as: intellectual climate,
achievem ent standards, practicality, supportiveness, orderliness, and impulse control.
These six are then divided into two categories: development press and control press.
S tin h o ff s approach is a combination o f social systems and culture (i.e., values and
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beliefs). Owens and Steinhoff (1969) found that most schools have either a high
developm ent/low control environm ent or a low development/high control environm ent.
Owens and Steinhoff s (1969) findings indicate that schools are either involved in merely
controlling children or in stimulating children to individual growth.
W illower (1961) examines clim ate as a function o f controlling students through
the Pupil Control Ideology {PCI), which examines staff attitudes toward students,
ranges from a custodial approach which em ploys student stereotypes based on family
socio-economic status and appearance to a humanistic approach, which utilizes
psychological and sociological aspects o f students and relies on two-way
com munication between teacher and student. The PCI is also a perceptual instrument in
the social system area o f climate. A study by Hoy (1972) which utilizes the PCI as a
climate measure indicates that schools with custodial approaches tend to have higher
levels o f student alienation.
Miskel and Ogawa (1988) find the above mentioned approaches to be the most
frequently utilized in the profession and they believe that the best approach is one o f
com bining self reported data, along with observations, interviews of organizational
members, and understanding o f organizational culture. Miskel and O gaw a's (1988)
conclusion follow's logically since results can be validated for one method o f research by
examining the same phenomenon in a different manner.
Climate instniments, which are discussed in detail in the next section, offer
another possible factor affecting climate. Measurements o f climate usually use the
school as the unit o f analysis. This approach requires an assumption that there is only
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one overall school climate score, rather than considering the possibility that a school
might have multiple climates. By examining data between schools only, rather than both
between and within schools, much o f the statistical variance is lost (Boyan. 1988:
Anderson. 1982).
Other factors which may impact organizational clim ate include political pressure
from constituent groups such as parents, school board m embers, and the business
community, which can cause stress or lack o f stress depending on the positive or
negative nature o f the pressure (Boyan. 1988). For exam ple, parents may impact climate
negatively by constant interference with curriculum or discipline rules, while a positive
pressure would be support for special projects and volunteer programs. Political
pressure plays a role in shaping people's attitudes which, in turn, may affect perceptions
o f climate.
Financial limitations, caused by district budget restraints, may also impact climate
because teacher morale is adversely affected by low salaries and lack o f supplies and
tools for teaching. Teachers' attitudes toward teaching itself is also a factor in morale
(Boyan, 1988). The socio-economic status o f students and staff, the urbanicity o f the
school, and the ethnic makeup o f both students and teachers may also impact climate in a
variety o f ways (Anderson. 1982: Boyan, 1988). If a school has underlying stress caused
by discord based on ethnicity, this stress may be a factor in perceptions of climate.
Instalments
Climate-measuring instruments receive as much attention as the definition o f the
concept. The most-often used instrument is Halpin and Croft's Organizational Climate
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Description Q uestionnaire <O C D Q ) and its revised versions for elementary and
secondary schools Hov, Tarter and Kottkamp (1991) present the full history o f the
instrument in their book. Open Schools/Healthv Schools, along with a discussion o f
another instrument, the O rganizational Health Inventory.
Brown and House (1967) and Kalis (1980) both discuss the m ajor influence these
instruments have in the area o f organizational climate. The OCDQ measures two aspects
of organizational clim ate: teacher behaviors and principal behaviors. The original OCDQ
instrument uses a continuum from open to closed. The secondary version also relies on
the continuum and is discussed in detail in chapter 3. The revised version for elementary
schools employs a sectional model to divide the continuum. The continuum does not
account for com binations o f open and closed characteristics within one school: meaning
that schools may have conflicting scores in the two areas measured (teacher and principal
behaviors).

Since these com binations were found, the sectional approach developed

includes the following: open, engaged, disengaged, and closed climates.
Hoy et al. (1991) describe open climate as possessing distinct characteristics of
cooperation, respect, and openness among teachers as well as between teachers and the
principal. This results in an atmosphere in which the principal listens and is receptive to
teachers, gives positive feedback, and is supportive o f teachers. Bureaucratic tasks for
teachers are kept to a minimum and principal supervision o f teachers is low. Teachers
genuinely like each other and show professional commitment.
The engaged clim ate, described by Hoy et al. (1991), is represented by an usually
ineffective, weak principal whose leadership efforts are ignored by the teachers. It is the
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quality o f teacher professionalism which provides the positive aspects o f the climate.
Teachers are supportive o f each other and enjoy their profession. In essence, teachers
substitute each other for the leadership role o f the principal.
The disengaged climate is the opposite o f engaged: the principal is strong and
supportive o f teachers. The principal listens to teachers and shows low supervisory
behavior over teachers. At the same time, teachers react badly to the principal, are
unwilling to accept responsibilities, and may even attempt to undermine the principal’s
efforts. Teachers dislike each other as well as disliking the principal and, overall, dislike
their jobs (Hoy et al.. 1991).
The closed climate is far removed from the open environment. The principal and
the teachers are doing tasks routinely. The principal stresses bureaucratic tasks, rigid
control, and supervision o f teachers. The principal does not listen to and is
unsympathetic to teachers. Teachers give a minimum response to requests and orders
from the principal. Teachers do not like each other and have a lack o f respect both for
each other and the principal.
The revisions o f the OCDQ give a clearer understanding o f the types o f climate
which can occur and the general characteristics o f each type. The change addresses
criticisms of the original instrument about the vagueness of the middle range o f the
continuum (Kenny & Rentz. 1970: Thomas, 1976: W atkins. 1968). One m ajor
com ponent o f perceived organizational climate is the principal to teacher behavior, which
relies on the principal's behavior to serve as the catalyst for the school’s clim ate (Hoy &
Miskel. 1991).

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

97
The O rganizational Health Inventory (OH I ) offers a different organizational
analysis. OH! examines school health in relationship to the overall environm ent in which
the school exists. The district serves as the external vehicle most closely associated with
the school: thus, an internal to external environm ent connection exists. The O H l
approach differs significantly from the OCDQ. OCDQ measures the perceptions o f
school members within the school o f the internal school climate, while O H! m easures the
relationships between external elements and the school (i.e.. district office, com m unity
groups, state agencies), as well as how those relationships affect the school internally.
The O H l results divide schools into healthy and unhealthy categories. A healthy
school is protected from unreasonable parental and community involvement by the
school board. The school board gives the school a sense o f autonomy by keeping
pressure groups with a narrow agenda from negatively affecting the school. The
principal demonstrates dynamic leadership qualities, both internally and externally. The
principal is supportive o f teachers and influential with superiors. Teachers behave in
cooperative and professional ways which enhance the school and the students'
performance.
Unhealthy schools are vulnerable to outside pressures, which can be destructive.
Unreasonable dem ands are made by parents and other active community groups. The
principal is ineffective both internally and externally. Teachers have low morale because
o f the lack o f good leadership from the principal, teachers are defensive about their
performance, and feel that resources are not available to teachers.
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Each instrument. OCDQ and OHl. offers unique qualities addressing different
aspects o r groups within the school. The present study deals with the perceptions of
teachers about the school's internal climate and the principal/superintendent relationship,
thus m aking the O rganizational Climate Description Questionnaire (OCDQ) an
appropriate instrument since it is a measure of teachers’ perceptions o f that internal
climate.

If a multi-layered climate were under study, a com bination o f the two

instm m ents would prove valuable.
Organizational Climate Summary
In summary, organizational climate is a research area which has been approached
in a variety o f ways. As pointed out by Moran and Volkwein (1992). different
approaches offer unique views o f climate but suffer from the narrowness o f the focus.
The difficulty lies in the multiple definitions used for the phenomenon. These multiple
definitions make comparisons and meta analysis difficult, if not impossible. Toulson
(1994) exam ined the relationship between personnel management and organizational
climate and found two important implications for organizational psychology. One of the
im plications addressed in the present research is that the current understanding o f climate
is am biguous and lacks clarity, which interferes with the comprehension o f the
phenom enon. This ambiguity should be resolved. The present study contributes to a
clarification o f the meaning o f climate by exploring relationships which interconnect with
climate. If climate is placed in the proper context, a clearer picture o f its nature becomes
possible.
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Previous research asks the questions. "What is the clim ate?", and "Whose
perceptions are to be measured and how 9" The emphasis o f the present research,
however, is placed on exam ining one component which m ay be related to climate. By
examining teachers' perceptions o f the interactions between the school principal and the
district superintendent, research will be expanded to the extent to which administrators'
interactions play a role in shaping teachers’ perceptions o f the overall organization.
Specific to school climate. Anderson's (1982) article synthesizes the research, but
no consensus is reached. Quite possibly this consensus can never be reached because of
the multi-dimensional nature o f human interactions, and the com plexity o f the
interactions in large organizations. In large organizations, interactions have rippling
effects which permeate the layers o f the organization.
For example, if the school board president tells the superintendent that
complaints have been registered against a school, the superintendent will contact the
principal, who in turn contacts the involved teachers. This is not the end o f the
interactive effects, though. Teachers who are not involved can hear o f the contact, react
to it by changing behavior, and possibly discuss the event with teachers from other
schools. The larger the organization, the further the rippling effect can travel.
Although the area o f organizational climate is nebulous, it should not be ignored
in research. Only by continuing to look at the phenomenon will educators be able to
understand and offer methods of improving such an important part o f the organizational
life of schools.
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Confounding Variables
Several variables are strong enough in effect, based on previous research, to
merit brief discussion. These variables include size o f district and school: the socio
economic status o f the school: and the differences between high school and elem entary
environments.
Peterson (19X4) finds that school size and socio-economic status (SES) affect the
ability of a district to control principals. This control is defined as the ability to have
downward influence in an organization, both formally and informally (Crowson &
Morris. 19X5). Control is also the ability to bring about a shift in what is valued by a
principal, to what the district office staff (superintendent) w ant the principal to value.
When school size and SES are incorporated in the study design their possible im pact on
the study can be controlled. If size and SES are excluded from the study, it would not
be possible to determine if they have any effect on the variables under study. Peterson
(19X4) further argues for the importance o f the unit o f analysis to be the same for
independent and dependent variables.
Kimberly (1976) reviews literature about organizational size effects and finds that
problems exist in many ways. First, size is too broad a term to allow for specification:
second, the effect o f size may vary depending on the type o f organization involved: and
third, size changes over time. Most studies examine the effect at one point in time.
Mansfield (1973) finds that organizational size, as it increases, causes more rules and
regulations to be instituted and this leads to more decentralization of decision making
rather than centralization. M oeller and Charters (1966) find that the size o f the
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organizational does not play a role in the effect o f bureaucracy on the psychological
aspects o f member';

The study by M oeller and Charters (1966) exam ines whole school

systems rather than individual schools and this approach limits the value o f the study.
Duckworth (19X4 ) finds size to be significant enough to include in his m odels o f
determ inants o f teachers' and principals’ work condition, discussed in chapter 1.
Differences between elementary and high school environments exists as well.
Kmetz and W illow er (1982) find structural differences for principals between the two
types o f schools’ grade combinations. "Elementary principals had fewer interruptions
and spent more time on planning. They had more contacts with superiors and parents."
(Kmetz & W illower. 19X2. p. 73) Morris. Crow son. Hurwitz and Porter-G ehrie (1981)
find a pattern o f differences exists between elementary schools and high schools
concerning adm inistrative activities. Firestone and Herriott (1984) also find structural
differences between the two types, with goal consensus stronger at the elem entary level.
Koff. Laffey. Olson, and Cichon (1979-80) surmise that interpersonal relationships
between the principal and teachers are more intense at the elementary level than at the
high school level, where the relationship is less direct. Leithwood, Begley, and Cousins
(1990) also find that elementary and secondary teachers differ in their reactions to
different types o f administration (i.e., autocratic versus shared decision m aking), but that
both groups o f teachers, associate their perceptions of the principal's ability to exert
influence upwards as directly tied to teacher loyalty to that principal. All these studies
indicate the need to examine these two types o f school structures, elem entary and
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secondary, separately for the clearest view possible o f climate as well as
principal/superintendent relationship.

Chapter Summary
This review o f literature points to the organizational structure o f the school as
being an area o f continued interest to researchers. While the principal is studied
extensively, the principal/superintendent relationship is studied mostly as a top down
effort. The question remains, what aspects o f the principal/superintendent relationship
are responsible for what effects? While it is difficult to divide behaviors and effects, it is
im portant to understand how the effects are achieved. Leithwood et al. (1990) indicate
that external relationships with the principal are worthy of research, and the present
study examines the perceptions o f one o f those relationships.
Hierarchical independence and influence are constructs which suffer from
definitional vagueness. While researchers have yet to reach consensus on definitions,
much less on how to measure the constructs, the exchange o f value in interactions
between organizational leaders offers a good standard. Organizational climate remains a
concept which has not reached stability in either definition or measurement. W hile
com mon sense tells researchers that all members o f a system must participate to some
degree in the shape and effect o f clim ate, the specificity of that participation is still not
clear.
Miskel, Fevurly. and Stewart (1979) point to three deficiencies that limit the
educational administration literature. The first deficiency is that studies lack full theory
testing, usually only one dependent variable is examined. The second deficiency, which
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is relevant to the present research, is that studies propose conceptual models o f "schools
as people bureaucracies, hut they suffer from the absence o f em pirical testing: (Miskel.
Fevury. & Stewart. 1979. p. 98). Miskel et al. (1979) continue by saying that
"guidelines are not provided for assessing their theoretical efficacy" (p. 98). The second
deficiency o f Miskel et al. (1979) offers the opportunity to exam ine people in
bureaucracies, how they interact and how the interactions play a role in shaping
perceptions about other organizational issues. The third deficiency is the use of
inappropriate units of analysis. For example, many studies offer evidence o f school
climate (a group phenomena) but use individuals as the unit o f analysis which is
inappropriate (Miskel. Fevurly. & Stewart. 1979).
Overall, the literature shows a need for further research in how the teacher
perceived principal/superintendent relationship relates to different aspects o f school life,
specifically climate. Organizational climate, as revealed in varying research projects,
appears to be a mediating factor in the goal o f education: therefore, it is important to
understand which factors may relate to that climate.
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Chapter 3
Methodology

The present study examines the connection between teachers’ p e r c e p tio n s o f the
principal/superintendent relationship and teachers’ perceptions o f the organizational
climate o f schools. The unit o f analysis is the school, specifically perceptions o f teachers
within a school. The independent variable is the teachers' perceptions o f the
principal/superintendent relationship, as represented by hierarchical independence and
influence. The dependent variable is the teachers' perceptions of the organizational
climate of their school. Organizational climate is viewed through the six dimensions o f
climate o f the O rganizational Climate Description Q uestionnaire (OCDQ). These six
dimensions make up two general behavior components called principal behavior and
teacher behavior. These dimensions and components are described in detail in the
instruments section o f this chapter.
Sam ple
The sampling frame consisted o f the 1.441 public schools in Louisiana in the
1994-95 school year. The sampling strategy was multi-staged. The first stage involved
choosing school districts with the superintendent in position for at least three years
(discussed in detail later).

The second stage involved choosing schools with the

principal in position for at least three years. The third stage consisted o f obtaining
permission from superintendents and principals for data collection from those qualifying
school districts and schools. The available population was divided into elementary and
secondary categories, and a sample was drawn.

104
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Tw o studies were conducted because DeVellis ( 1991)states that it is im portant to
the scale's reliability that an independent sample confirm the results of the factor analysis.
This process is useful "to demonstrate that the results obtained are not a one-tim e chance
occurrence" (DeVellis. 1991, p. 105). The sam ple for Study 1 consisted o f 252 teachers
in five elem entary and three high schools. The sample for Study 2 consisted o f 270
teachers in 26 o f 31 schools agreeing to participate in the study in six school districts.
Elementary and high schools were examined because this research did not specify one
level o f schooling, but sought to understand educational organizations across the two
levels. M iddle schools were not part o f the sam ple because the OCDQ for middle
schools is still under development. The elementary and high school categories were
considered separate strata. The schools chosen serve primarily a regular education
population: thus magnet or other special schools such as those offering special
education only, were excluded. Although special schools merit examinations, the present
study is exploratory in nature and examined the typical school in public education.
W hile schools were the unit o f analysis, for some analyses, data were categorized
by district size (Boyan. 1988). The sample was divided into appropriate categories,
detemiined by the schools making up the sample. The rationale for stratifying by district
size was that districts o f similar size often have similar characteristics, which allowed for
control o f some extraneous variables. For exam ple, district size affects the closeness o f
superintendent supervision on the principal (Peterson. 1984).
By choosing only systems with superintendents and principals who were in place
three years o r more, the present study controlled those extraneous factors such as
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socialization to a new position and/or school system which may affect teachers'
perceptions o f their principal/superintendent relationship and the organizational climate
o f their school. Principal and superintendent career stage literature points to the unique
situation o f beginning administrators (Hart. 1993; Crow. 1990). Both Hart and Crow
discuss the nature o f beginning a new position in terms o f the socialization process which
must take place for principals. These aspects o f principal tenure might interfere with
perceptions concerning principal/superintendent relationships.
The school was chosen as the unit o f analysis, following the pattern developed as
part o f organizational climate research (Boyan. 1988). This pattern states that climate
basically examines superordinate relationships with subordinates as a group perception
and the interaction-influence process am ong organizational members, as group
m em bers. Organizational climate is based on group perspective; therefore, teachers at
each school completed the surveys and an aggregate and mean score for each school was
derived.
An elementary school was defined as any regular school which contains
kindergarten through grades five or six. A high school was defined as any regular school
which contains grades nine through twelve. By keeping grade configurations constant,
one o f the factors which generate differences in schools was controlled. Keeping
elem entary schools at fifth or sixth grade and lower was considered useful because if a
K-8 school were used, then some differences would be generated by variations in class
schedules, the age o f the students, and the possibilities of a u'ider variety o f course
offerings. These factors might affect teachers' perceptions of the climate o f their school
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and provide greater variance among elementary climates based on the extraneous
variable o f class scheduling, for example. If the principal’s organization o f scheduling
and course offerings proves difficult or confused, teachers might alter their perceptions
o f the principal based on these intervening factors. By controlling some of the
extraneous factors, a more consistent picture of similar factors is achieved, even though
all extraneous factors cannot be controlled.
As mentioned previously, middle schools and junior highs were excluded for a
variety o f reasons. Research shows that within this school configuration a greater level
o f stress, both in teachers and students, is generated (Silbem ian. 1970: Anderman &
Maehr. 1994: Marsh. 1989). This is partially due to the beginning o f adolescence in
students, as well as the change in daily routine: for exam ple, moving from a self
contained classroom environm ent to a class changing schedule. These extraneous
variables might intervene with the variables understudy (Simmons, 1987; Eccles &
Midglev. 1989). The present research explores a relationship between teachers'
perceptions o f both climate and the principal/superintendent relationship, as represented
by hierarchical independence and influence. Therefore, a typical school environment
such as an elementary or high school was examined in the present study, before
explorations of potentially highly volatile organizations such as middle schools is
undertaken.
The perceptions o f teachers as a group give greater understanding of the possible
impact o f the principal/superintendent relationship on a variety of school level factors.
For exam ple. Bossert (1982) examines the relationship between student learning and
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principals as an antecedent relationship, with organizational climate and other variables
serving in mediating roles (See chapter 1).
Elementary and high schools formed separate categories for analysis because o f
their differing natures. Koff et al. (1979-80) examine stress levels for elementary and
high school principals and find significant differences between the two categories o f
schools. Koff et al. (1979-80) posits that the intensity o f the relationship in the
elementary school between teachers and principal accounts for this higher stress level.
High schools are usually larger and more diverse in their organizational structure, and
principals are less likely to be closely involved with teachers. This difference m ight
cloud results if the two types o f schools formed a single category. M iddle/junior high
schools offer an expansion area o f research but the delineation between elem entary and
high school allow for a clearer division o f results.

Instrumentation
Teacher Attitude Inventory
The present study deals directly with the teachers' perceptions o f the
principal/superintendent relationship as well as their perception of the climate o f the
school: it is specifically the relationship o f two superiors as viewed by members o f the
school (i.e. teachers). The OCDQ measures teachers’ perceptions of their school, it
provides a good medium to contrast with a survey o f teachers' perceptions about
principal/superintendent relationships.
A panel o f six experts was used to analyze possible items for the Teacher
Altitude Inventory (TAI) survey developed (see Appendix A). The experts are tw o
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professors in educational administration, one professor in educational research, two
principals, and one 12 year veteran teacher. The items were generated after review ing
autonomy and interpersonal relationship surveys. Surveys include: O rganizational
Health Inventory I O H l I. Organizational Coupling Structure Inventory [O C SI/.
O rganizational Supervisory Climate Inventory ( O SC I/. Professional Learning
Environment Inventory I P L E lf and Index o f Perceived Organizational Effectiveness
[ IP O E f Each expert was told the purpose o f the TA l survey and what each section is
intended to measure. Modifications and changes were made to items based on the
advice and opinions o f these experts.
The panel analyzed the survey on three separate occasions, after modifications
are made based on their comments. By including methodologists, former principals,
current teachers, and university professors, an accounting for bias and skewed
viewpoints was made (Boyan. 1988). Both positive and negative statements, as well as
items specifically related to behavior regarding independence and influence, are included
in the survey. The survey was submitted to a principal intern graduate class who reacted
to the items, independently and as a group. Further refinements were made from this
interaction.
The Teacher Attitude Inventory(TAI) includes 14 statements which measure
teachers’ perceptions o f the principal’s level of independence from and influence with the
superintendent. Independence is defined as "the extent to which administrators
dem onstrate their autonomy from superiors as they interact with teachers" (Hoy &
Miskel. 1991). This autonomy is the demonstration o f independence o f thought and
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action from a superior. The influence o f the principal is defined as the ability o f the
principal to gain positive sway with the superintendent for the benefit of the school. This
ability indicates the principal's skill, as perceived by the teachers, for negotiating and
appropriating resources and decision-making pow er o f diverse types for the school (Hoy
& M iskel, 1991). This independence from and influence with the superintendent is
m easured by a five point Likert scale ranging from "strongly agree" to "strongly
disagree", with a response option o f "don’t know" included.
Scoring is completed by reverse coding negative questions for independence and
influence, and the summing the seven item scores. Each set o f scores is aggregated to
the school level and the average is generated so that there is one score for each school.
O rganizational Climate Description Q uestionnaire
The Organizational Climate Description Questionnaire-Rutgers Elem entary and
Secondary (O CDQ -RE and OCDQ-RS) measures the work environment as perceived by
teachers within elementary and secondary schools (see Appendix A). Each version is
discussed separately
O CD Q -RE
T he elementary version (O C D Q -RE) contains 42 statements in six dim ensions
rated on a four point Likert scale ranging from "rarely occurs" to "very frequently
occurs.” The OCDQ-RE measures the climate o f an organization based on principal
behavior and teacher/principal behavior com ponents. Each o f these com ponents can be
analyzed separately and do not necessarily correlate positively with each other. This set
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o f scores produces four possible types o f climate for the elementary school which are
discussed in detail in chapter 2
There are six dim ensions which comprise the two general com ponents of the
O CD Q -RE. The first three dim ensions relate to teacher behavior and second three
dim ensions related to principal behavior. The teacher com ponent consists o f the three
teacher behavior dimensions: collegial, intimate, and disengaged. Collegial behavior
exam ines the open, professional interaction between teachers: intimate behavior
exam ines the social relationships o f teachers: and disengaged behavior exam ines the lack
of focus in professional activities by teachers.
The principal behavior com ponent consists of the directive, restrictive, and
supportive dimensions. Directive behavior is rigid and there is close supervision of
teachers' activities. Restrictive behavior, for example, burdensome paperwork, impedes
rather than facilitates activities (Hoy. Tarter & Kottkamp. 1991). Supportive behavior
exists when the principal listens and is open to teachers: praise is frequent and criticism is
constructive.
The six dimensions (three each for teacher with teacher and teacher with
principal interactions) are derived through factor analysis by Hoy. Tarter and Kottkamp
(1991). It should be noted that the unit o f analysis is the school aggregated scores, not
individual teacher scores. The pilot study by Hoy et al. (1991) results in reliability.
C ronbach’s alpha, for the teacher dimensions o f .75 - disengaged, .90 - collegial, and .86
- intimate. Reliability for the teacher/principal dimensions are .89-directive. .95 supportive, and .80 - restrictive. Hoy et al. (1991) conduct a second confirm atory study
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of teachers which produces sim ilar reliability scores of: .95 - disengaged. .89 - collegial.
80 - intimate. 90 - directive. 85 - supportive, and .75 - restrictive. The pilot and
second study are consistent: 67.2% o f variance is explained by the six factors. Items
load on the subtest specified, and each item loads heavily on only one factor.
These six factors meet the standards set by Halpin and Croft (1963) concerning
groupings of subtests: measure different types of behavior, map common behaviors in
order to establish possible patterns: and construct tests that follow factors in previous
research. Hoy. Tarter and Kottkamp (1991) state that O C D Q -RE meet those criteria
since the six dimensions are relatively independent o f each other and explain 67% of
variation, while being consistent with research literature on leadership and climate.
Because some o f the subtests moderately correlate with each other. Hoy. Tarter
and Kottkamp (1991) submit the six dimensions to second order factor analysis. Tw'O
factors load strongly, these two factors measure teacher and principal behavior on an
open to closed continuum. Disengagement, intimacy, and collegial teacher behavior
strongly load on Factor I. and restrictive, supportive and directive principal behaviors
load on Factor II. The first factor deals with teacher/teacher interactions and the second
factor deals with teacher/ principal interactions. Factor analysis also supports construct
validity for each dimension. Each factor is correlated w'ith the original OCDQ index and
the findings are r=.67 for openness in general and r=.52 for principal openness (p c.O l)
(Hoy. Tarter. & Kottkamp. 1991).
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O CDQ-RS
The secondary version (OCDQ-RS) contains 34 statements in five dim ensions,
two concerning the principal/teacher relationships and three dimensions for
teachers/teachers relationships. These statements are rated on a four point Likert scale
ranging from "rarely occurs” to "very frequently occurs." The instrument includes two
dimensions concerning the principal and three dim ensions concerning the teachers. The
principal’s behavior is composed of supportive and directive dimensions. Supportive
behavior deals with social needs, concern for teachers, motivation, and constructive
criticism o f teachers. Directive behavior is defined as rigid and controlling, with the
principal closely monitoring all activities.
The teacher dimensions include (a) engaged behavior which is a measure of
teachers' perceptions o f levels o f pride in the school, enjoyment o f work, and
supportiveness o f each other and students: (b) frustrated behavior which is a measure o f
teachers' perceptions o f how burdened they feel w ith paperwork and duties unrelated to
teaching: and (c ) intimate behavior which dem onstrates teachers' perceptions o f the level
of social relationships among teachers.
Reliability alphas from the pilot study are .94 - supportive. .79 - directive. .77 engaged, .77 - frustrated, and .73 - intimate. Hoy et al. (1991) conduct factor analysis
and the results are strongly supportive of the structure o f the pilot study. Hoy et al.
(1991) also conduct second order factor analysis with the four dimensions (supportive,
directive, engaged, and frustrated behaviors) loading on one factor, which is openness
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and only one dim ension (intimacy) loading on a second factor which is intimacy. The
secondary O CD O . therefore, works on an open to closed continuum (Hoy et al.. 1991).
Scoring o f the two instruments involves summing positive scores on each
instalm ent and subtracting the negative scores. In the elementary school version, scores
are standardized first, and then the directive and restrictive principal scores are
subtracted from the supportive score for the principal. The same procedure is followed
for teacher dim ensions, with negative scores subtracted from positive scores. Negative
scores are generated from negative questions such as. "The principal rules with an iron
fist." The secondary school scoring follows the same pattern, with directive and
frustrated scores being subtracted from supportive and engaged scores. Intimacy stands
alone. Each item is scored across teachers and averaged so that one score per item is
generated for each school.
There are specific differences in the two instruments for elementary and
secondary school since the characteristics o f elementary and secondary schools vary.
These differences provide another comparison and contrast. While intimacy among
teachers in elementary' schools is part o f the openness factor, in the secondary school
version intimacy is independent and does not necessarily correlate with openness.
There are limitations of the O rganizational Climate Description QuestionnaircRutgers Elem entary and Secondary (O CD Q -RE and OCDQ-RS) which include whether
a m easurem ent o f teacher/teacher and teacher/principal interactions leaves out other
factors im pacting on organizational climate (Boyan. 1988).
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Data Collection for Study 1
T w o studies were conducted, the first study served as a construct and reliability

m easure and the second study is used to validate the results o f the first factor analysis
(DeVellis. 1991). as well as the measure against the OCDQ. Study 1 consisted o f 252
teachers who were given the TAI instrument only. Study 1 consisted o f three secondary
school and five elementary schools in one o f the districts which met the criteria,
described previously. Cronbach's alpha reliability coefficients were computed for the
two com ponents and the total instrument.

Data Collection for Study 2
The superintendent of each of the six school districts meeting the criteria was
contacted by letter, followed by a telephone call. Each superintendent was provided a
synopsis o f the proposed study. The investigation was described as a study which
exam ines the principal/superintendent interaction and its possible relationship with the
organizational climate of a school. The superintendents were asked to provide a signed
permission form to accompany the documents sent to each principal.
When superintendents agreed to allow their system to participate in the study, the
schools o f the district which meet the essential criteria were randomly chosen within
elem entary and secondary categories. Elementary schools were divided into two district
size categories ranging from 10,000 students to 17,000 and 17,001 to 20,000 students.
Large districts (over 20.000 students) were not represented. Those districts in Louisiana
which are over 20.000 do not have superintendents with tenure o f three or more years.
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The researcher personally contacted the principal o f each school to request
permission to administer the surveys to the teachers. The instrum ents were distributed
to the teachers along with a written explanation o f the research (See Appendices A and
B). The teachers were encouraged to participate in order to add to the understanding o f
how schools function and the nature o f the work environment for teachers.
Confidentiality was guaranteed in the contact documents. Contact was made with a
designated teacher in each school, and that person was asked to distribute and collect the
surveys. Thirty one schools in six districts agreed to participate in Study 2. Nineteen
elementary' and seven high schools com pleted the surveys with a total o f 270 teachers.
O ne o f the elementary schools was not used because only four teachers complete the
survey.

Case Studies
Triangulation through methodology strengthens study design: therefore a second
data collection format consisted o f case studies. After the surveys were quantitatively
analyzed, two schools were chosen based on the results. One school was a typical
school with a median score on the O CD Q and TAI. One outlier school, with a high
climate and high TAI score, was also chosen so that information m ight be gathered on a
school with a perceived high positive climate.
Purkey and Smith (1983) contend that typical and outlier schools make better
com parisons than an outlier from each end o f the spectrum. Teddlie and Stringfield
(1993) describe the addition of the typical school as "enhancing results by allowing
investigators to compare across the whole range of types of schools..." (p. 227). Teddlie
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and Stringfield find that less variation exists among teachers’ behaviors in highly
effective schools versus teachers’ behaviors in typically effective schools. By examining
schools which do not vary greatly, delineation o f the basic reasons for differences which
exist is possible.
These two schools were contacted to seek access for interviews and
observations. The unit o f analysis remained the school, maintaining consistency with the
quantitative data collection method. The case studies contain a descriptive record o f the
school including the following: physical plant and condition: historical items: and
climate perceptions elicited from interviews with teachers and the principal as well as
about the principal/superintendent relationship: student behavior and performance, and
any com munity features affecting the school.
Interviews were conducted with the two principals, four teachers at the typical
school, five teachers at the high scoring school, a school nurse, and volunteer parents.
The interviews consisted o f questions to elicit opinions about people, experiences, and
feelings related to climate and the principal/superintendent relationship. Each interview
was recorded, after gaining permission from the subjects and assuring them that the
interview were confidential. This method provided an in-depth look at two schools with
diverse perceptions about the principal/superintendent relationship as well as the
organizational climate o f the school.
The interviews were conducted with a standard open-ended technique (Patton,
1990). This technique uses "carefully worded questions asked in the same sequence"
(Patton. 1990. p. 281). This manner of questioning controlled for variation in questions
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concerning the specific topics o f principal/superintendent relationship and organizational
climate. The data was obtained in an organized fashion that allowed for interviewer bias
but did not create a loss o f spontaneity in the interview interaction. In this method o f
questioning, topics other than the variables under study were not pursued.
Questions for Teachers;
1) How would you describe a really good day at school?
2) W hat role, if any. does the superintendent play in your school.
3) In a typical week, what types (memos, phone calls, visits) and how many
contacts would your principal have with the superintendent?
4) While w aiting for the first bell o f the day. how do you feel?
5) How does the principal/superintendent relationship affect you during a typical
school day?
These questions attempted to elicit the teacher's mood or feel for his or her work
environment as well as perceptions of the principal/superintendent relationship. While
the surveys dem onstrated a perceived level o f principal/superintendent interaction,
qualitative research demonstrated the manner and dynam ics o f the relationship and any
possible influence it had on the climate.
Questions for the Principal:
1) How' w'ould you describe a really good day at school?
2) W hat role, if any. does the superintendent play in your school.
3) In a typical week, what types (memos, phone calls, visits) and how many
contacts do you have with the superintendent?
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4) At the beginning of a typical school day. how do you feel?
5) How does the superintendent affect you during the school day ?

School observations were conduced to gather detailed descriptions o f activities.
behaviors, actions, and interactions o f the school population. The observations were
overt but non-participatory (Patton. 1990). The observations took place in the hallways,
classrooms, principal's office, cafeteria, and the playground. Two days were spent in
each school.
The physical environment was observed as well. Sounds such as laughter and
talking in the hallways or the lack thereof were watched for. whether teachers interacted
with each other and students outside class time and which types o f interactions were
some o f the key elements which were examined. Also examined w'ere the staff s reaction
to the researcher's presence. In this manner the overall climate was examined and an
attempt was m ade to determine if the principal/superintendent relationship impacted the
school in a noticeable way.

Data Analysis
The analysis o f data was twofold. First, quantitative analysis was conducted on
the surveys from the teachers. Factor analysis on the new instrument. Teacher Attitude
Inventory (T A I). was conducted in Study 1 and Study 2 to determine if independence
and influence were distinguishable. Next. Pearson correlation analysis (and canonical
correlations when appropriate) between the two instrum ents was used to determ ine if
relationships were significant between the TAI and the dim ensions o f the OCDQ.
Correlations were used with the two general com ponents o f the OCDQ
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(principal/teacher and teacher/teacher relationships) and the TAI also. This analytical
approach enabled the examination of the multivariate relationships am ong the
independent variable and the dimensions of the dependent variables.
Schools were grouped for analysis based on the following: years o f service for
principal and superintendent, gender and ethnicity o f principal and superintendent,
information on who hired the principal, and school district size. ANCOVA techniques
were used followed by subsequent post hoc analysis when differences were statistically
significant. This analysis was conducted when enough schools existed within the different
categories. If there were not enough schools. ANCOVA could not be utilized: therefore,
the high school category could not be examined since only seven schools completed the
surveys.
The second data analysis was qualitative. This analysis of interviews and
observations provided an overall picture of each school. These case studies serve as an
in-depth, detailed look at specific schools as to the teachers' perceptions o f the principal/
superintendent relationship and any connection that relationship had with the
organizational climate o f the school. The interview questions were analyzed across
teachers by question to form a school-wide picture for each o f the two schools.
The case studies offer a counterbalance to the quantitative analysis by giving
greater depth to the surveyed information about the studied phenom enon. Lincoln and
Cuba's (1985) constant comparative method of qualitative analysis allowed themes to be
distinguished and the broad areas identified which may hold constant across schools.
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Operational Research Q uestions
1

Can teachers' perceptions o f hierarchical independence and influence be

distinguished as measured by the Teacher Attitude Inventory^TAI) ?
Technique:
2.

Factor Analysis

Is there a relationship between the school's aggregated teachers’ perceptions o f

the principal/superintendent relationship, as measured by the Teacher Attitude
InventorytT A Il and their perceptions o f the organizational clim ate, in each o f the six
dimensions, o f their school as measured by the OCDQ-R'l
Technique:
3.

Correlation

Which themes can be derived through observations and interviews o f teachers'

perceptions o f the principal/superintendent relationship and teachers’ perceptions o f the
organizational climate o f the school.
Technique:

Qualitative Observations and Interviews

Ancillary Research Questions
1.

With schools categorized by years of service for principal and superintendent and

district size, will any differences be observed through ANCOVA? Will differences
between elementary and high school levels exists on the TAI, as well as with hiring status
o f the principal, ethnic/gender breakdown of the principal and superintendent, and
overall years o f service o f the principal as well as district SES levels?
2.

Methodologically, does the new instrument. Teacher Attitude Inventory (TAI).

provide a good measure o f principal/superintendent relationship?
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Methodological Limitations of the Study
General limitations for the study were discussed in chapter 1. but speciwC
methodological limitations are discussed in this section. T he OCDQ-R. while improved
over the original version and modified to fit both elementary and secondary schools, may
yet pose some difficulties because o f the multitude o f factors which impact climate and
each other, thereby setting the stage for multicollinearity (Boyan. 1988).
The new instrument. TAI, has undergone scrutiny and has difficulties which will
be addressed in chapters 4 and 5. Briefly, the new instrument. TAI. does not delineate
between independence and influence consistently across school type. The present study
provides groundwork for the continued exploration o f the principal/superintendent
relationship, but nuances will become apparent only after repetition o f the research.
Self-reported data always poses difficulties because o f human behavior. A
determination cannot be made as to which external influences may affect the way people
answer questions dealing with their professional relationships. A certain degree o f
skepticism must prevail when analyzing self-reported data. The aggregation o f data
somewhat offsets this situation but offers unique problems o f its own because o f the
possibility o f group bias. Qualitative observations and interviews diffuse self reporting
effects and offer triangulation to validate the results.
External validity is also o f concern. With local populations (i.e., one state) being
used, the ability to generalize is limited. The sampling strategy did not include all
possible school types. Since only one state was used, the possibility o f state uniqueness
impacted the ability to generalize to other areas o f the country. Each state has unique
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laws, regulations, rules, and policies concerning governance, decision making, and the
scope o f power.
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Chapter 4
Results

The present study exam ines the possibility o f teachers' perceptions o f the
principal/superintendent relationship being linked with teachers' perceptions o f the
organizational climate of their schools. The research questions stated in chapter 1 are
addressed through the analysis. Those questions briefly are: does the TAI instrument
allow teachers to distinguish between independence and influence in the
principal/superintendent relationship?: do the TAI and OCDQ dimensions correlate?:
and. are the quantitative results confirmed by the qualitative study? SY STA T (5.053.5).
a softw are statistical package for PCs. is used to conduct all quantitative analyses. This
chapter presents the quantitative results o f Study 1 and Study 2 along with case studies
that were conducted with two schools as the qualitative study. Two studies were
conducted on the Teacher Attitude Inventory (TAI) in order to validate the findings o f
the new instrument (DeVellis. 1991).
A total o f 26 schools in 6 districts agreed to participate and thus com pleted both
surveys, the Organizational Climate Description Questionnaire (OCDQ) and Teacher
Attitude Inventory (TAI). Teachers in elementary schools were responsive. 19 o f 21
schools that agreed to participate, did so. The high school teachers' response rate is
disappointing, only seven o f eleven schools actually participated.
Elementary schools are divided into two district size categories (see Table 1).
Elementary school district size varied from 1().(X)() student to 2().(X)() students but large
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T a b le I

School District* and Number/Type o f Schools hv District Size
District Size

Number/% o f
Participating Schools

High School
4.000 to7.000

3(43%)

7.000 to 20.000

4(57%)

Elementary
lO.(KK) to 17,000

9(47%)

17.000 to 20.000

10(53%)

Table 2
Gender/Ethnicitv o f Principals and Superintendents
Elementary
Principals

High School

Male

Female

Males

Female

African Am. (19%)

4(21% )

0

1(17%)

0

W hite

8(42% )

7(37%)

6(83% )

0

(81%)

Superintendents

Male

Female

African Am. (16%)

I (16%)

0

W hite

5 (84%)

0

(84%)
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districts (over 20.000 students) are not represented because those districts in Louisiana
which are over 2().(KX) do not have superintendents with tenure o f at least three years.
The elementary schools also vary in socio-economic status (SES) which is divided into
two levels (high and low).
Principals and superintendents are categorized by gender, ethnicity and years o f
service (see Tables 2 and 3). Ethnicity o f elementary principals are not comparable but
analyses were conducted based on principal's years o f service and their gender. Neither
the high school principals nor the superintendents provide enough variation for analysis
since all but one high school principal are white males and the same is true for the
superintendents.
Teacher response rates tire presented in Table 4. The overall response rate is
54%. One elementary school's response rate is 13%: therefore, the school is not
included in the correlation and ANCOVA procedures.

Factor Analysis
Instrument reliability is important to the present study. The ability to be
confident in the tools needed for analysis determines the possible implications o f the
research findings. Factor analysis serves many purposes: first, to determine how many
latent variables exist within a set o f items on an instrument: second, to provide an
explanation of the variation among the original variables using a new set o f fewer
factors; and third, to define the substantive content or meaning of the factors (DeVellis.
1991). The new set o f factors allows the researcher to reduce large numbers o f items to
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T a b le 3

Years o f Service for Principals and Superintendents
Principal

10+ Years

3-5 Years

6-10 Years

Elementary

7(36%)

6(32% )

6(32%)

High School

0

3(43% )

4(57%)

1(16.5%)

1(16.5%)

4(67%)

Superintendent

Table 4
Teachers' Response Rate by School Type
< 25%

25-49%

50-75%

76-100%

Elementary

1(5%)

2(10.5%)

14(74%)

2(10.5%)

High School

1(14%)

1(14%)

4(58% )

1(14%)
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a smaller num ber o f factors which share variance (Vogt, 1993). W hen the com bining o f
items occurs, these items have common themes or ideas. These themes can then be
analyzed as a set o r "factor" rather than attempting to analyze each item separately. To
determine if items should be grouped as a factor, several steps are taken within factor
analysis to give weight to the results. Eigenvalues, scree plotting, factor loadings,
communalities. and the judgem ent of the researcher are the techniques used in the
present study.
To begin a factor analysis, a correlation matrix is established based on the items
on the instrument. This matrix consists o f the unities o f the items and the correlations
between all items. The factor extraction identifies those hypothetical latent factors that
account for the covariation am ong items. The next step is to determ ine at what point a
factor is so much less im portant as to be trivial. Eigenvalues and scree plots are two
methods of determ ining this issue (DeVellis. 1991).
Eigenvalues indicate how much of the variation in the original items is accounted
for by a factor. Only those factors that explain more variance than the average am ount
of variance explained by each item should be retained since some condensation has taken
place (Nunnallv. 1978).
Scree plots are a visual representation o f eigenvalues. DeVellis (1991) describes
a top and bottom o f the hill image that emerges on the scree plot. W hen plotted points
are at the bottom o f the hill, the number o f factors is ended. Gorsuch (1974) states that
in exploratory research the results of the scree plot will be more am biguous than in
confirmatory studies, indicating that greater variation m ay be acceptable.
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Factor loadings are the correlation between each item and each factor in a factor
a n a l y s i s (Vogt, 199}). A sufficiently high loading is defined as one in which the

relationship (between the item and the factor) means that the item aids in interpreting the
factor. Each set o f loadings must be interpreted independently because there is no
constant stream o f loadings across studies. For example, factor loadings for items
measuring perceptions o f leadership do not translate into factor loadings for items
measuring time on task for students. Gorsuch (1974) reports that "only rough
guidelines can be given” when conducting factor analysis (p. 184). G orsuch (1974)
states "if a factor does not have at least four variables correlating above .3. it might be
considered trivial” (p. 156). Gorsuch (1974) also states that if a factor has no loadings,
it has not been defined clearly enough.
When there is more than one factor present with appropriate loadings,
eigenvalues and scree plot results are examined. Although the present research does not
require this step, since only one factor is established, a brief description o f the process is
offered. Rotating factors allows for the best possible fit o f items to factors. The process
can proceed through a variety o f methods. Orthogonal rotation assumes that factors are
not correlated and includes varimax. quartimax and equimax approaches. Oblique
rotation, rather than orthogonal, assum es that factors are correlated. Rotation methods
in non-orthogonal are oblimax, biquartimin, binomiamin, promax, and maxplane,
oblimax is most commonly used. These processes offer different com binations o f items
and arrive at the ‘best m ix' for each factor.
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The next issue in factor analysis is the communalities o f the items.
Communalities are calculated hv summing the squared factor loadings o f an item and are
symbolized by /r. The communalities are examined to determine if the items are well
defined by the factor solution. Communalities indicate the percent o f variance in an item
that overlaps the variance o f the factors (Tabachnick & Fidell. 1983). These
communalities are estimates and there is dispute within the field as to their value
(Tabachnick & Fidell. 1983). If comntunality values are greater than 1. there are
problems with the solution. If those values are very low. less than .2. those items may
need to be deleted (Tabachnick & Fidell. 1983).
Despite all of these guidelines and methods o f identification, the most important
guide in factor analysis is the fit o f the factor solution to the theory. A researcher’s final
responsibility is to make sure the obtained factor solution is consistent with theoretical
predictions regarding the structure o f the construct. Often there are contradictory results
in a factor analysis. Eigenvalues and factor loadings may indicate that the items on an
instrument load on one o r m ore factors while the communalities may be low on some o f
the retained items. It is the responsibility o f the researcher to determine which issue
carries more weight and if a defense can be offered for the choices made. The most
important part o f factor analysis is that the solution “fit the theory" being tested.
Factor analysis is conducted to give a detailed examination o f the Teachers
Attitude Inventory (TAI). Tw o studies are conducted to analyze the new instrument for
reliability. Gorsuch (1974) states that exploratory factor analysis should use two
samples and identical factor analyses should be used on both. The com parison o f the
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two samples gives the investigator an idea about the stability o f the results. "Separate
factor analyses allow the generalizabilitv o f the factors across groups to be evaluated”
(G orsuch. 1974. p.333).
Factor Analysis for Study 1
For Study 1. both elementary school, and high school categories are analyzed at
the teacher level (n=252). Two school districts are used for Study 1. Each meets the
criteria for the research (i.e.. the superintendent and the principal held office for at least
three years each).
Items 1.2. 3 .4 . 5. and 7 (see Appendix A for original instrument) are deleted
because they substantially reduced the internal consistency of the instrument. Also,
w hen these items are part o f the factor analysis, they remain independent o f the other
items o f the instrument and do not form factors. Cronbach's alpha for the TAI (with
items deleted) is .77. The alpha is considered to be acceptable according to DeVellis’
standards for reliability (DeVellis. 1991).
O f the seven items measuring hierarchical independence, only item 6 is retained
and is considered with the items measuring hierarchical influence. A discussion about
the lack o f ability to measure hierarchical independence is discussed in detail in chapter
5. The deleted items deal with curriculum, policy, personnel, and financial issues,
specifically whether a principal is able to make decisions which might be perceived as
district level choices. For example, changes to curriculum may be viewed as existing for
all schools in a district rather than independently at one school (item 1). The same
situation develops with district policy issues (item 2). The personnel decisions may once
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again reflect a traditional hierarchical school system that keeps personnel decisions, o f a
financial nature, at the district level (items 3 and 4). The same may be true for the items
that deal with expenditure decisions (items 5 and 7). In traditional school districts,
rather than site based managed districts, schools are given specific amounts o f money,
earmarked for exact purposes such as classroom supplies.
Factor analysis is used to determine if the expected two factor (Factor 1 Independence and Factor 2 - Influence) solution occurs. These two constructs,
independence and influence, form the basis o f the relationship between the
superintendent and the principal which is the issue in the present research. A two factor
solution does not provide strong enough loadings on the second factor, therefore one
factor is derived with an eigenvalue above 1 (2.45X. the next high was .353: see Table 5).
The scree plot shows that only one factor is present in the instrument. Therefore, the
TAI does not distinguish between independence and influence. In fact, the instrument
does not appear to m easure independence in any way. This may be the fault o f the items
rather than the construct or it may be. as stated in chapter 1. that the two constructs are
so interwoven as to be one.
The eight rem aining items appear to measure a construct that offers a more
general view o f the principal/superintendent relationship. Items concerning perceived
influence indicate that the principal's ability to gain resources, have support in parental
disputes, and receive extra funds for the school appeals to teachers .
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Table 5
Study !: Factor Analysis for Teacher Attitude Inventory (TAI) (Teacher Response
Level). for the Influence Factor
ItenT

Factor 1

lr

(6) Superintendent supercedes the
Principal’s role and intervenes in
the school due to parental
complaints

.488

.238

(8) Good working relationship
between Principal/Superintendent
results in needed resources for
school

.456

.208

(9) Superintendent disregards
Principal’s opinion on parental
concerns

.578

.334

(10) Principal is able to convince
Superintendent on instructional
techniques changes

.463

.215

(11) Principal is able to gam er
extra resources from the
Superintendent

.476

.226

(12) Principal is able to persuade
the Superintendent on adding new
programs

.757

.574

(13) Principal is able to influence
the Superintendent in the hiring of
teachers

.535

.287

(14) Principal is able to gain the
Superintendent's support for
additional funding for the school

.614

.377

r/c o f Variance
Eigenvalues

30.719
2.458

•‘11=252
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The percent of total variance explained by the TAI is 30.719 (see Table 5). The
l o a d i n g s are above .43. Since this is an exploratory study with sample size above 175.

the lower limit for factor loading is set at .4 (Tashakkori. 1996).

The final com munality

estim ates are above .2 (see Table 5). which is the lower boundary for com munalities.
The retained items are minimally represented by the factor solution (Tabachnick &
Fidell. 19X3). Since the remaining items o f the instrument are all measures o f influence,
with the addition o f one from the independence items, the factor will be called
hierarchical influence.
Factor Analysis for Study 2
As stated previously. Study 2 serves two purposes, first to see if results are
consistent with Study 1 and second to use in the correlation analysis. Factor analysis is
conducted on the Study 2 elementary and high schools (n=389) surveyed with the TAI
and the OCDQ. Results are consistent with the Study 1. with items 1. 2. 3. 4. 5. and 7
removed. Cronbach's alpha is .78 for the schools. The eigenvalues for the one factor
solution are 2.455 with the next high value of .376.

The percent o f total variance

explained by the TAI is 30.6X9 (see Table 6). All factor loadings are above .45 (see
Table 6). Communalities are above .2. These communalities indicates that the retained
items are minimally represented by the factor, according to Tabachnick and Fidell
(19X3). As in Study I. the explained variance is only a little over 309?-.
Factor analysis is conducted on the separate categories, elementary school and
high school. It is possible that the instrument may prove more beneficial with one type

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

135
Table 6
Studv 2: All Schools - Factor Analysis for Teacher Attitude Inventory (TAI) (Teacher
Response Level), for the Influence Factor

Item"

It

Factor I

(6) Superintendent supercedes the
Principal's role and intervenes in the
school due to parental com plaints

.491

.241

(8) Good working relationship
between Principal/Superintendent
results in needed resources for
school

.492

.242

(9) Superintendent disregards
Principal’s opinion on parental
concerns

.589

.347

(10) Principal is able to convince
Superintendent on instructional
techniques changes

.474

”>25

(11) Principal is able to gam er extra
resources from the Superintendent

.499

.249

(12) Principal is able to persuade the
Superintendent on adding new
programs

.683

.467

(13) Principal is able to influence the
Superintendent in the hiring o f
teachers

.567

.321

(14) Principal is able to gain the
Superintendent's support for
additional funding for the school

.602

.363

clr of Variance
Eigenvalues

30.689
2.455

Jn = 3 8 9
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o f school setting than another since difference in the nature o f the schools exists, as
stated previously.
TAI's elementary school (n=270) factor analysis follows the same pattern as the
combination o f both elementary and high school analysis and Cronbach’s alpha is .78.
The one factor solution is once again the most appropriate, with eigenvalues o f 2.425.
the next high being .407. The percent of total variance explained by TAI is 30.312 (see
Table 7). Communalities range from .225 to .467 which means that the factor minimally
represents the retained items, according toT abachnick and Fidell (1983). As in Study 1
and the whole Study 2 sample, the explained variance is only a little over 30%.
The high school factor analysis follows somewhat the same pattern. Results o f
the factor analysis show the high school's (n=l 19) Cronbach’s alpha is lower than the
elementary schools, at .75. Eigenvalues are 2.304 and the next high of .341 (see Table
8). The percent o f total variance explained by a one factor solution is 28.802. The
factor loadings are above .4. Communalities are above .2 for all items, except item 6
which deals with parents going above the principal’s head to complain to the
superintendent. As with other factor analyses, these com m unalities. except for item 6,
indicate that all but one item are minimally represented by the factor for high school
teachers. Item 6 may need further refinement to improve the communality level for high
school.
In conclusion, the factor analysis o f the new instrument. Teacher Altitude
Inventory (TAI). does not provide distinguishable constructs o f hierarchical
independence and influence. Rather the instrument appears to measure aspects o f the
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Table 7
Study 2: Elementary Schools - Factor Analysis for Teacher Attitude Inventory (TAI.)
('teacher Response Levei). tor the influence Factor
Factor I

If

(6) Superintendent supercedes the
Principal’s role and intervenes in
the school due to parental
complaints

.498

.248

(X) Good working relationship
between Principal/Superintendent
results in needed resources for
school

.464

.216

(9) Superintendent disregards
Principal’s opinion on parental
concerns

.615

.379

(10) Principal is able to convince
Superintendent on instructional
techniques changes

.458

.210

(11) Principal is able to gam er
extra resources from the
Superintendent

.470

.221

(12) Principal is able to persuade
the Superintendent on adding new
programs

.676

.457

(13) Principal is able to influence
the Superintendent in the hiring of
teachers

.579

.335

(14) Principal is able to gain the
Superintendent’s support for
additional funding for the school

.600

.360

ItenT

T o f Variance
Eigenvalues
•‘

30.312
2.425

11=270
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Table 8
Study 2: High Schools - Factor Analysis for Teacher Attitude Inventory (TAI) (Teacher

Response Level), for the Influence Factor
Item1

/r

Factor 1

(6) Superintendent supercedes the
Principal’s role and intervenes in
the school due to parental
complaints

.426

.181

(8) Good working relationship
between Principal/Superintendent
results in needed resources for
school

.560

.314

(9) Superintendent disregards
Principal’s opinion on parental
concerns

.487

.238

(10) Principal is able to convince
Superintendent on instructional
techniques changes

.514

.264

(11) Principal is able to gamer
extra resources from the
Superintendent

.551

.304

(12) Principal is able to persuade
the Superintendent on adding new
program s

.694

.481

(13) Principal is able to influence
the Superintendent in the hiring of
teachers

.472

.223

(14) Principal is able to gain the
Superintendent's support for
additional funding for the school

.547

.299

r/r o f Variance
Eigenvalues

28.802
2.304

Jn=I 19
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principal/superintendent relationship for hierarchical influence only. The one retained
item which was thought to measure independence was perceived by the teachers to be
more in line with measures of hierarchical influence.

Study 2
TAI Scores for Study 2
As staled in chapter 3. the TAI scale is a five point Liken scale. In Table 9. the
means and standard deviations for each o f the eight items retained on the TAI are
presented. The highest possible score possible on a TAI item is 4. Item means range
from 1.858 (s=1.2) to 2.810 (s=1.2) for elementary schools and 2.119 ( s = l . l ) to
3.218(s=.8) for high schools.
Table 10 contains means and standard deviations for each school on the TAI.
The highest possible score for the TAI is 32 (a high of 4 on each item). “ D on't know"
is one o f the choices and it has a value o f zero. This means a score o f zero would be a
possibility but the situation did not occur. The elementary school means range from 6.00
(s=6.2) to 23.071 (s=3.0). The high school means range from 13.833 (s=4.7) to
23.737(s=4.2).
A low score indicates that teachers do not perceive a high level o f interwoven
independence (item 6) and influence (items 8-14) taking place in the principal/
superintendent relationship. In other words, the teachers do not perceive their principal
to act independently or to be influential with the superintendent, as measured with the
TAI items. A high score indicates that the teachers perceive their principal to act
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Table 9
Snidv 2: TAI School M ean Scores and Standard Deviations bv Item

Item

Elementary*
X (SD) (ii=270)

High School11
X*(SD) (n=l 19)

6

2.310(1.4)

2.697 (1.2)

8

2.096(1.2)

2 .2 8 0 (1 .2 )

9

2.638 (1.3)

2 .9 1 6 (1 .1 )

to

2.224(1.4)

2.395 (1.3)

11

1.858 (1.2)

2 .1 1 9 (1 .1 )

12

2.287 (1.3)

2.571 (1.1)

13

2.810(1.2)

3.218 (0.8)

14

2.168 (1.4)

2.712 (1.2)

'* Elementary scores range from 1.858 to 2.810
h High School scores range from 2.119 to 3.218
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Table 10
Study 2; TAI Mean Scores. Standard Deviations
School

Note.

Mean

SD

1 Elcm

23.071

3.0

2 Elcm

20.063

2.8

3 Elcm

21.200

5.0

4 Elcm

20.273

2.7

5 Elcm

15.412

6.0

6 Elcm

16.813

6.6

7 Elcm

22.000

4.3

8 Elcm

18.917

3.9

9 Elcm

21.250

7.5

10 Elcm

16.190

6.8

11 Elcm

18.111

5.2

12 Elcm

6.000

6.2

13 Elcm

19.800

8.3

14 Elcm

15.750

6.1

15 Elcm

20.500

4.3

16 Elcm

15.304

7.6

17 Elcm

15.625

4.0

18 Elcm

20.071

4.7

19 Elcm

17.091

6.9

20 HS

20.765

2.6

21 HS

22.471

6.2

22 HS

19.792

5.1

23 HS

23.737

4.2

24 HS

13.833

4.7

25 HS

17.286

5.5

26 HS

19.500

4.7

Elem entary scores range from 6.000 to 23.071.
High School scores ranae from 13.833 to 23.737.
Possible score range is from 0.000 to 32.000.
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independently and to influence the superintendent based on those items com posing the
TAI

QCPQ Results for Study 2
Elementary Schools
OCDQ scores on the elementary and high school dimensions vary greatly. For
elementary schools, the dimensions are supportive, directive, and restrictive for the
principal behavior component: and. collegial, intimate, and disengaged for the teacher
behavior com ponent. The high school dim ensions are supportive, directive, engaged,
and frustrated. These four dimensions com pose the openness component and the
intimate dimension stands alone as the intimacy component. It is important to exam ine
these OCDQ dimension scores together because any one dimension will not present a
com plete and accurate picture o f teachers’ perceptions o f their school. Also. OCDQ
scores must be examined carefully since high scores in negative dimensions (i.e..
restrictive) often have the opposite meaning from high scores in positive dim ensions (i.e..
supportive).

In other words, if a school average score is high in the restrictive

dim ension, then the teachers are dem onstrating negative perceptions o f their principal's
behavior.
The dim ensions are combined into com ponents which need to be handled with
care as well. For example, elementary school average score on the principal behavior
com ponent com bine one positive (supportive), one neutral (directive), and one negative
(restrictive) behavior dimensions. Component scores are computed with weights
attached to the negative dimensions to adjust for the negativity. This results in
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com ponent scores that may appear higher o r lower than a simple average. Hoy. Tarter,
and Kottkam p (1991) have developed a scale which is most appropriate when analyzing
dim ension and component scores. The scale ranges from scores "below 4(X)".
considered very low in the defined dimension, to scores "over 6(H)". considered very high
in the defined dimension.
Table 11 contains elementary school OCDQ dimension scores. The dimensions
for elem entary principal behavior com ponent are supportive, directive and restrictive.
Standardized scores are used to enhance the statistical analysis process. Standardized
scores for the principal behavior dim ensions range from 27X.710 in the restrictive
dim ension (School IX) to 699.X14 in the supportive dimension (School 16). The score
o f 699.X 14 (School IX), in the supportive dimension, is considered very high, meaning
that the teachers in School 16 perceive their principal's behavior as being very supportive
o f teachers (Hoy et al.. 1991). The low score o f 27X.710 (School IX) in the restrictive
dim ension means that elementary teachers in School IX do not perceive
their principal to display restrictive behavior in regards to teachers. These two scores,
one low and the other high, are both positive signs o f principal behavior.
OCDQ dimensions for elementary teacher behavior include collegial, intimate
and disengaged. These dimension scores range from 1X1.075 (School 4) in the intimate
dim ension to 697.009 (School I ) in the same dimension. The low score. 1X1.075
(School 4). means that the teachers in School 4 do not find their relationships with each
other to be highly personal (Hoy et al.. 1991). A more general view o f the dimensions as
principal and teacher components is presented in Table 12. The scores range from
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Table 11
Study 2: Organizational Climate Description Questionnaire (OCDQ) ElementaEV_S.diQQl
Level Climate Profile (Dimension Standardized ScoresKn= 19)
Principal Behavior Dimensions

Teacher Behavior Dimensions

School

Supportive

Directive

Restrictive

Collegial

Intimate

Disengaged

1

639.009

492.250

336.452

570.186

697.009

404.603

2

535.814

351.563

420.129

506.134

410.187

489.365

3

545.010

404.156

345.419

392.379

486.121

585.159

4

345.711

694.000

321.548

360.000

181.075

342.937

5

566.763

400.094

322.065

632.651

571.028

412.302

6

641.443

579.000

376.968

523.346

323.505

385.159

7

473.546

517.094

452.516

423.197

347.336

521.667

8

506.742

647.188

571.484

510.781

377.103

446.032

9

605.113

531.031

366.387

411.152

306.168

475.952

10

511.320

540.156

314.903

491.710

452.897

439.841

11

495.258

429.906

397.032

586.357

609.299

497.619

12

479.5SX

633.000

322.903

410.223

370.748

599.365

13

663.278

522.375

400.903

572.677

663.178

443.413

14

438.804

471.719

484.065

454.572

443.178

438.175

15

504.021

431.406

466.065

377.212

289.159

624.206

16

699.814

510.938

306.581

673.457

672.570

355.079

17

575.505

395.656

399.935

442.454

495.935

605.556

IS

635.258

436.063

278.710

543.606

578.037

410.317

19

535.814

351.466

431.129

556.344

423.179

439.665

Score Range:
Above 600
551-600
525-550
511 -524
440-510
476-4X9
450-475
4(X)-449
Below 4(X)
N u ll

Vervhigh
High
Above average
Slighilv above average
Average
Slightly below average
Below average
Low
Very Low

Score Range from Open Schools/Hcalihv Schools (p. 103) by W.K Hoy. C. J . Tarter &
R. B. Kottkamp. 1991. Newbury Park. CA: Sage Publications.
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Table 12
Study 2: OCDQ Com ponent Standardized Scores (Princpial/Teaeherlfor
Schools (n=19)
School

Principal

T eacher

1

603.746

620.864

2

588.041

475.652

3

598.478

431.114

4

443.388

399.379

5

614.868

597.126

6

561.825

487.231

7

501.312

416.289

8

429.357

480.617

9

569.232

413.789

10

552.087

393.869

11

556.106

566.012

12

507.895

393.869

13

580.000

597.480

14

494.340

486.525

15

535.517

347.388

16

627.432

663.649

17

593.304

444.278

18

640.162

570.442

19

435.543

564.978

Score Range:
Above 6(X)
551-600
525-550
511-524
400-510
476-4X0
450-475
400-449
Below 4(X)

Elementary

Very high
High
Above average
Slightly above average
Average
Slightly below average
Below average
Low
Verv Low

Note. Score Range from Open Sehools/Healthv Schools (p. 103) by W.K
Hoy. C. J. Tarter & R. B. Kotlkamp. 1991. Newbury' Park. CA: Sage
Publications.
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429.357 (School X) to 640.162 (School 18) for the principal component and from
347.388 (School 15) to 663.644 (School 16) for the teacher component. More
specificity is gained by using the dimensions independently (see Table 11), rather than
relying on the principal and teacher com ponent view offered in Table 12.
In conclusion, an examination o f one school’s collective scores is helpful in
understanding the overall picture offered by the OCDQ. School 1 is used (see T able 11).
In the principal behavior dimensions, this school has a very high supportive score
(639.009) with below average directive (492.250) and restrictive (336.452) scores. This
indicates a school in which the principal is perceived by the teachers to be supportive o f
the teachers and to restrict their activities very little as well as not being overly directive
o f their work. This school presents a positive, open relationship between teachers and
the principal, in the teacher dimensions, the high scores in collegial (570.186) and
intimate ( 697.009) dimensions offer evidence that the teachers respect and like each
other and are supportive of each other. The low score in the disengaged (404.603)
dim ensions offers evidence that teachers are neither neutral nor neglectful o f their
responsibilities, rather they are actively engaged in their school and work. This school is
considered to be an open climate school, the most desired of OCDQ typology o f climate.
High Schools
O CDQ dimension scores for high schools are presented in Table 13. The
principal dim ensions include supportive and directive and the teacher dim ensions are
engaged, frustrated and intimate. OCDQ scores for the principal dimensions range from
346.747 (School 6) to 676.128 (School 4). O nce again it should be pointed out that low
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Table 13
Study 2; Organizational Climate Description Questionnaire (OCDQ) High School Level
Climate Profile (Dimension Standardized Scores)(n=7)
Principal Behavior Dimensions

Teacher Behavior Dimensions

School

Supportive

Directive

Engaged

Frustrated

Intimate

1

511.617

491.888

419.621

421.212

620.870

2

517.895

468.153

111.439

517.020

333.261

3

616.316

603.655

488.939

380.455

480.761

4

676.128

553.012

700.152

361.313

521.739

5

530.451

485.382

530.833

474.596

493.261

6

395.827

346.747

419.924

456.616

640.435

7

491.429

627.269

187.121

554.848

349.565

Table 14
Study 2 i -(2G9(?.Component Standardized Scores (Qpenness/Intimaev) for High

Schools (n=7)

School

Openness

Intimacy

1

504.535

620.870

2

380.321

333.261

530.287

480.761

4

615.489

521.739

5

525.327

493.261

6

503.097

640.435

7

349.108

349.565

Score Range:
Above 6(X)

551-600
525-550
511-524

490-510
476-4X9
450-475
400-449
Below 4(X)

Ver>' high
High
Above average
Slightly above average
Average
Slightly below average
Below average
Low
Vcrv Low

Note. Score Range from Open Schools/Healthv Schools (p. 103) by W.K Hoy.
C. J. Tarter & R. B. Kottkamp. 1991. Newbury' Park. CA: Sage Publications.
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and high scores should be examined carefully since a low score in the frustrated
dimension may he as positively interpreted as a high score in the supportive dimension.
T eacher dimension scores range from 111.439 (School 2) to 7(X).152 (School 4). The
score o f 111.439 (School 2) in the engaged dimension indicates a school in which
teachers do not feel engaged in the activities o f the school. The score o f 700.152
(School 4) indicates a school in which the teachers feel connected to the activities o f the
school.
The dimensions are combined into components; those com ponents are Openness
(supportive, directive, engaged and frustrated) and Intimacy (see Table 14).
Component scores are computed with weights attached to the negative dimensions to
adjust for the negativity. This results in component scores that may appear higher or
low er than a simple average. The Openness scores range from 349.108 (School 7) to
615.489 (School 4) and the Intimacy scores range from 333.261 (School 2) to 640.435
(School 6).
One school is used as an exam ple o f how scores may be interpreted at the high
school level. School 1 (see Table 13) show's scores in the supportive (511.617).
directive (491.888). engaged (419.621). and frustrated (421.212) dim ensions which are
average to low. This indieates a school with less than ideal circum stances. Teachers do
not feel well supported by their principal (supportive), are not fully engaged in their
work activities (engaged), yet do not feel overly burdened by direction from the prineipal
(directive), and are not very frustrated by their work. They do score high in the intimate
(620.870) dimension though, which indicates that the teachers like each other. This
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school offers a picture o f neutral, rather than an engaged o r open climate. The school is
on the borderline between categories o f engaged and disengaged except for
teacher/teacher relationships.
Pearson Correlation for Study 2
The research questions asks whether a link exists between teachers' perceptions
of the organizational climate dimensions o f their school and their perceptions o f the
principal/superintendent relationship, as represented by this study’s definition which is a
combination o f independence and influence. Pearson correlation provides the "best fit"
of the statistical tools for examining these questions because factor analysis results
indicate that the TAI does not distinguish between independence and influence.
Correlation are conducted for the elementary and high schools separately, since the
climate dim ensions differ with the two types o f schools. Correlations are determined
between the TAI and each OCDQ dimension (6) and each OCDQ com ponent (2).
TAI results for the elementary schools do not correlate in any meaningful way
(r=-.12 o r weaker) with any of the OCDQ dimensions. The principal and teacher
behavior com ponents offer the same results o f no significant correlations with the TAI
(see Table 15). The obvious conclusion is that the construct measured by the TAI is not
statistically or practically related to any dim ension/component of the OCDQ for
elementary school teachers in this sample. The picture differs for high school teachers.
The high school TAI scores positively correlate most strongly with the supportive
dimension. r=.49 and the directive dimension. r=.3(). Both o f these dimensions are in the
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Table 15
Study 2: Correlation Among TAI and O C D Q Dimensions and the Principal and_Teaelier
Components for Elementary Schools (n=18)

OCDQ Dimensions

TAI*

Principal Behavior
Supportive

-.05

Directive

-.12

Restrictive

-.10

Teacher Behavior
Collegial

-.06

Intimate

.11

Disengaged

.08

OCDQ Components
Principal

.08

Teacher

.01

J7>\/= items 6. 8, 9, 10, 11. 12, 13. 14
N ote. None of the correlations were significant at .05 level.
*p < .05
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principal com ponent o f the OCDQ. TAI has a moderately high negative correlation
with the Intimacy dimension/component, r=- 5^ and somewhat low negative correlation
with the frustrated dimension. r=-.28. both o f these dimensions deal with teacher
behavior. There is no correlation between the high school TAI scores and the Openness
Component. r=.(K) (see Table 16). These results indicate that for high school teachers,
the construct m easured by the TAI does have a relationship with most o f the dimensions
o f the OCDQ. but not with the merged dimensions forming the Openness Component.
The positive correlations with supportive and directive dimensions indicate that teachers
do connect their perceptions about their principal’s behavior (measured with the OCDQ
dimensions) with their impressions o f that principal's relationship with the superintendent
(measured with the TAI).
From the correlation results, the intimacy and frustration dim ensions are viewed
as moving in opposition to the construct measured by the TAI. These are both measures
of teacher behavior rather than principal behavior and as such offer an intriguing yet
unexplainable relationship to the TAI results. Some possible connections are discussed in
chapter 5. Returning to Bosworth (1982) and Duckworth's (1984) work, discussed in
chapter 1. teachers may be so far removed from the principal/ superintendent relationship
that teachers are not able to perceive the connection between the principal/
superintendent relationship and the climate o f the school. Another conclusion is that the
TAI is such a poor measure of the principal/superintendent relationship that no existing
connection between the two concepts is actually measured in this part o f the study.
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Table 16
Study 2: Correlation Among TAI and OCDQ Dimensions and the
Intimacy Com ponents for High Schools (n=ZL

OCDQ Dimensions

Openness and

TAI4

Principal Behavior
Supportive

.49*

Directive

.30*

Teacher Behavior
Engaged

-.13

Frustrated

-.28

Intimate

-.53*

OCDQ Components
Openness

.00

Intimacy

-.53*

T ,4 /= items 6.8. 9. 10. 11. 12. 13. 14
*J2 < .05
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Analysis o f Covariance for Study 2
Crnwson and Morris (19X5) find district size to he a factor in the types and
frequency o f principal/superintendent interactions. Duckworth (1984) finds district size
to be o f significant value and places district size in his models o f determinants of
teachers’ and principals' work conditions. Peterson (19X4) also finds size and SES
(socio-economic status) to affect aspects o f the principal/superintendent interaction. If
size and SES were deleted o r ignored in the present study, the possible effects of each
could not be measured. G ender may also impact interactions between principals and
superintendents. C ryer (1981) and Paul (1979) find that gender plays a role in the
perceived influence in decision making and span o f control which included autonomy
issues.
Additional analyses were conducted to determine if any differences on either the
TAI o r OCDQ dim ensions and components occur due to district size, SES o f the school,
or the principal’s gender and years o f service. SES and district size are used as
covariates since they are school and district characteristics. The principal's gender and
years of service arc used as independent variables. Only elementary schools were
analyzed because there were not enough high schools in the study for the procedure.
The results o f an ANCOVA on the TAI show significant effects for the years of
service and gender interaction (F(2,l())=10.205: p=.()04) (see Table 17). This result
indicates that the num ber o f years a principal serves, along with their gender play a role
in how teachers' perceptions are scored on the TAI. Post hoc analysis reveals that those
principals with a medium number o f years o f service ( 6 to 10 years) are perceived by
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Study 2: ANCOVA Summary Table for Elementary School- Four Variables and
Interaction with TAJ
SS

Source

MS

ui

F

P

Years

11684.729

2

5842.364

5.662

.023

Gender

18969.053

1

18969.053

18.382

.002

Years*Gender

21061.797

2

10530.899

10.205

.004*

SES

4517.098

1

4517.098

4.377

.063

Size

2593.562

1

2593.562

2.513

.144

Error

10319.131

10

1031.913

*p<.()5

Table 18
Study 2: ANCOVA Summary Table for Elementary School- Four Variables and
Interaction with OCDQ Dimension-Supportive
Source

SS

MS

df

F

P

58450.456

2

29225.228

8.148

.008*

Gender

5931.013

1

5931.013

1.654

.227

Years*Gender

1290.825

2

645.413

.1802

.838

SES

37604.439

1

37604.439

10.484

Size

833.806

1

833.806

35867.865

10

3586.787

Years

Error

.232

.009*
.640

*p<.()5
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The results o f ANCOVA on the OCDQ dimensions and com ponents show
significant differences for principal’s years o f service (F(2.1fi)=X.148: p=.(X)X) and SES
(F( l.I0)=10.4X4: p=.(X)9) for the supportive dimension o f principal behavior (see Table
18). Those principals with 10 plus years o f service have a lower mean on the supportive
dimension than either 3 to 5 years or 6 to 10 years service. This difference appears to
indicate that principals with longer tenure are perceived by teachers as being less
supportive than principals with shorter tenure.
The only other dimension to show significance is Intimate. SES is significant
with the Intimate dimension only in the teacher behavior for elementary schools (F
( 1.10)=9.228: p= .0 l3 ) (see Table 19). As SES levels improve, teachers' perceptions o f
each other appear to improve.
When exam ining the principal and teacher components as distinct units, SES is
the only significant variable in the principal component (F( 1.1())=X.5()7: p=.() 15) (see
Tables 20). This result indicates that socio-economic factors play a significant role in
teachers’ perceptions o f school climate. As SES levels improve for the school
population, teachers perceive their principal’s behavior more positively. Tables 22-26
with ANCOVA nonsignificant results are in Appendix C.
Care m ust be taken when examining these differences in the OCDQ dimensions
because no one dim ension stands alone. These dimensions must be examined as a group.
Pearson Correlation in the best possible analysis for this type o f study, given the
limitation o f the TAI instrument. The next section o f chapter 4 contains case studies
which are the qualitative component of the study.
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Table 19
Study 2: ANCOVA Summary Table for Elementary School-Four Variablesilild
Interaction with OCDQ Dimension-Intimate
Source

SS

dT

MS

F

D
t

20478.675

2

10239.338

.771

.488

48.709

I

48.709

.004

.953

7492.261

2

3746.131

.282

.760

SES

122521.715

1

122521.715

9.228

Size

1011.833

1

1011.833

.076

132766.140

10

13276.614

Years
G ender
Y ears*Gender

E rror

.013*
.788

*£<.05

Table 20
Study 2: ANCOVA Summary Table for Elementary School- Four Variables and
Interaction with OCDQ -Principal Component
Source

SS

Years

9967.788

MS

F

T

4983.894

2.057

.179

15.934

1

15.934

.007

.973

2428.692

2

1214.346

.501

.620

SES

20614.401

1

20614.401

8.507

.015*

Size

263.572

1

263.572

.109

.748

24232.616

10

2423.262

G ender
Y ears*Gender

E rror

df

P

*p<.05
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Case Studies
Case studies (a) examine a range o f complex social phenom ena, (hi are process
oriented, and © represent a holistic approach to research (Yin. 1989). Q uantitative
research gives parameters and m easurem ents to set criteria while qualitative research
(case studies) allows fo ra broader discussion o f perceptions, attitudes, and
interpretations o f situational conditions by members o f the organization under study.
By utilizing both quantitative and qualitative methods in this research, confirm ation o f
quantitative and qualitative findings are possible.

"Triangulation is the process o f

using more than one source to confirm information from different data collection
m ethods” (Krathwohl. 1993. p. 329). Patton (1990) stated that "qualitative data can put
flesh on the bones of survey results” (p. 132). Further. Patton states that "case studies
are particularly valuable when the evaluation aims to capture...unique variations from
one program setting to another" (p. 54). The quantitative section o f this study is
enhanced and expanded by case studies which give greater detail to the relationships in
the schools.
In this study, the case study includes two schools which were visited for two
days each. The case studies are limited to elementary schools because the high school
category is not o f sufficient size to give a broad enough base for choosing a typical and
high scoring school. The schools are chosen based on scores obtained on the OCDQ
clim ate scores and the TAI instrum ent. The first school is selected for its high scores
and the second school is selected based on the average scores on the OCDQ and the
TAI. Both schools are in the same school district and a brief description o f that district
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begins the discussion. Individual case study findings as well as a comparison o f the two
case studies follow.
District Description
The district is rural and partially serves as a bedroom com munity for a large city
less than an hour away. The population is estim ated to be 77.863 for 1994 and has
grown over 10% during the previous four years (Annual Financial and Statistical
Report IAFSR1. 1995). The ethnic breakdown o f the students in the district is 94%
white. 5.59?- black and .5 # other (AF.SR. 1994). The education level for the district
population is reported as: less than high school. 33.3% ; high school diploma, 58%: and
Bachelor’s degree o r higher. 8.7% (U.S. Census Bureau. 1990). This breakdown shows
the district's percentages to be low er than either the state o r national percentages for the
Bachelor’s degree and higher category. The high school and less than high school
categories’ percentages are higher than the state and national percentages (U.S. Census
Bureau. 1990).
As to the type o f work (labor force) performed in the district, the Census Bureau
divides work into four categories: white collar-m anagem ent, executive: blue collarphysical labor: service-restaurants. beauty salons, sales; and agricultural-farm/ranch.
The labor force for the case study district is com posed o f white collar (47.7%). blue
collar (39.1%). service (11.5%), and agricultural (1.7% ). The district is low er than
either state or national percentages in the white collar category and higher in the blue
collar category (U.S. Census Bureau, 1990). A nother descriptive view of the district is
provided by exam ining levels o f family income, a descriptor similar to workforce.
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Household incom e shows the district to have a relatively average low income level. For
example, it is low er than national average for incom es over $5().(X)0 [ 16.9% for the
district. 25.5% for the nation | but at the state average percentage for the same category
(U.S. Census Bureau. 1990).
This district is described as politically and socially conservative by principals,
teachers, parents, and outside observers from the Louisiana State Department o f
Education. People from outside the district tend to view the district as a poor
performing school district, while district insiders view their schools positively and
believe that the schools are improving in student academ ic performance. The poor
image o f the district com es from past years' perform ance. In the past ten years, the
district had an influx o f new families from a nearby large urban district. These fam ilies
appear to have a positive impact on the district's academ ic performance.
Unfortunately, public perceptions are still based on old perform ance rather than the
present status o f the district's academic performance. Specific to the school system, the
school board has undergone dramatic change over the past ten years, with more
financially and politically conservative members gaining strength. These new
conservative m em bers want greater control over classroom content, more emphasis on
discipline, and a less humanistic approach to curriculum than they believe exists in the
schools.
As described by one principal, these conservative m em bers believe the present
superintendent does not share their views. The present superintendent was hired by the
previous school board, which was both financially and politically moderate. The
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superintendent's relationship with the more conservative board is strained. As the new
conservative m em bers gained in numbers and power, the strain has becom e public and
pressure am ong school district personnel has increased. Principals and district level
em ployees are taking sides in the division between the board and the superintendent.
The supposition is voiced by community members, parents, teachers and principals that
the board will dism iss the superintendent once more conservative members are elected
to the board.
The superintendent, who has held office for more than eight years, is viewed by
most district personnel as being dedicated to im proving and enhancing the educational
environm ent for teachers and children alike. The school board view's the district
differently, focusing on financial matters. The school board feels the superintendent is
not doing enough to control costs or to implement conservative curriculum changes.
Exam ination o f the financial status o f the district reveals that the district spent
$3,229 per pupil in average daily membership (ADM ) in 1993-94. which placed it 65
out o f 66 districts with only one district having a low er per pupil expenditure for that
school year. The district per pupil expenditures were below the state average o f $4.160
per pupil, the regional average of $4,998, and the national average o f $5,730 per pupil
for the same year (Progress Profiles District Com posite Report IPPD C R |. 1994). With
total expenditures o f $65,603,342. (1993-94) the district maintained state average
categorical expenditures for such items as instructional personnel, support personnel,
services, facility acquisition, and debt (PPDCR. 1994). The same is true for local, state,
and federal contributions to the revenues of the district. Revenues of $63,572,370 in
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1993-94 m eant that the district operated at a deficit o f approxim ately $2,100,000. This
deficit situation has existed for over six years. The financial situation m ay account for
some o f the negative attitude o f the existing board about the superintendent (AFSR.
1994).
A m ong the district personnel, there are 946 full-time classroom teachers. 48
principals and assistant principals. 27 district office staff. 189 professional staff
(librarians, guidance counselors, supervisors, etc.), and 596 support staff (janitors,
cafeteria workers, bus drivers, maintenance) (AFSR. 1994). Almost 1 0 0 # o f the
personnel are native residents o f the district.

Ethnically. 9 2 # o f all personnel are

white and 8 # are black, approxim ately the same as the student population.
M ost teachers and administrators attended one o f three area universities and
have returned to the district for em ployment. Thirty-three percent o f the teachers hold
a M aster's degree or higher, which is lower than the state average o f 4 3 .5 7 # . The
district average teacher salary is $23,031 which was lower than the state average
teacher salary o f $26,285 for the 1993-94 school year (AFSR. 1994).
The school district operates 31 schools: 15 elementary. 5 m iddle/junior high
schools, 6 K-12 schools. 4 high schools and 1 special education only school (AFSR.
1994). Most o f the facilities are over twenty years old and clearly in need o f
replacem ent or repair. The district does not spend adequate monies to maintain the
facilities in good repair.
The total num ber o f children served in the district is just over 17.000. placing
the district in the large size district category. The population has been steadily
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increasing over the previous five years. O f those 17.000 children. 1,400 (8.2%) are
classified as special education (children in special education classroom s full-time),
along with approximately 150 gifted and talented children district wide (A FSR. 1994).
Children's family backgrounds vary across the district. G eographically, the northern
tw o thirds o f the district houses mostly long-time residents and the southern third o f the
district houses a more transient population.
Class size, defined as the num ber o f children in a classroom , is divided into
three categories: 1-20. 21-26 and over 26 children. The district averages are: 22% of
the classes fall within the 1-20 range: 39% o f classes are in the 21-26 range: and 40%
o f the classes contain over 26 children. This places the majority o f children in the
district in classes with more than 21 children, which is higher than the state average
(PPD C R . 1994).
O ther descriptive factors which measure the holding power o f a district and its
schools are known as social indicators. Attendance, dropouts, suspensions and
expulsions are the four collected in Louisiana. The attendance o f children has risen
over the previous five years from 93.83% to 94.16% in the district, which places the
district at the state attendance average (PPDCR. 1994). Suspensions for the district are
alm ost 9% o f the total school population and expulsions are less than .5% (PPDCR.
1994). No state averages are available for com parisons o f suspension data because of
the differences in districts’ criteria for suspensions. These district figures on
suspensions have remained steady over the previous five years. Dropout percentages
range from .26% in the seventh grade to 2.33% in the twelfth grade. Each grade level
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is well below the state averages for dropouts which are com puted based on the num ber
o f students reported during one academic year (AFSR. 1994).
There are two m easures o f academic performance utilized at the elem entary
school level which are the "Criterion Referenced Test (CRT)" in grades 3. 5. 7 and the
"California Achievement Test (CAT)", a norm referenced test taken in grades 4 and 6.
The district’s children perform above the state average on both. The ACT average for
the district is at the state average, 19.4, for the 1994 m easurem ent. The national ACT
average score for the same measurem ent is 20.8. In conclusion, the overall district
academic performance is consistent with sim ilar districts in the state ( PPDCR. 1994).
To summarize, the district is financially in poor condition and appears to need
m ajor new sources of funds. The majority o f monies are spent on personnel salary
packages (PPDCR. 1994).

Physical facilities are antiquated and in need o f replacem ent

or repair. The district’s academ ic image is poor across the state but their academic
performance is above state averages or at the state average which belies that image.
Many district and state em ployees attribute those improvements to the leadership o f the
superintendent.
Before turning to the case study o f each school, a rem inder o f the types of
questions that specifically address perceptions o f climate and the
principal/superintendent relationship is appropriate. Teachers and principals are asked
what a good day is like at school, how do they feel as they wait for the day to begin,
what role, if any the superintendent plays in the day to day life o f the school, how much
contact teachers believe there is between the superintendent and the principal, and how
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the principal/ superintendent relationship affects the teacher and p rin cip al. respectively
during a typical day. These questions are addressed in chapter 3. Also. Table 21 is a
presentation o f both schools' OCDQ and TAI results, dem ographic information, and
test results for easy com parisons.
Typical Elementary School (TES)
The typical school (TES) scores in the average, low. and very low categories on
the principal dim ensions o f supportive (495.258), directive (429.906) and restrictive
(397.032) o f the OCDQ. Scores are high in the collegial (586.357). very high in the
intimate (609.299), and average in the disengaged (497.619) dim ensions. These scores
indicate a school in which teachers perceive m oderate levels o f principal positive or
negative behaviors that impact their work life, teachers have good rapport with each
other but teachers are som ew hat disengaged from the workplace. This school is
between the engaged and disengaged climates described in the typology of climate
developed by Hoy. Tarter, and Kottkamp( 1991). The TAI score is 18.111 indicating
that teachers have a neutral to positive perception o f the principal/superintendent
relationship
TES is an elem entary school, serving grades K-5 plus special education classes.
There are over 450 children in the school and 32 faculty m em bers. TES class size has a
higher num ber o f classes in the "above 26 children" range (47.% ) than the elementary
school average for the district (16%). The attendance o f the children (95.73%) is at the
district average for elem entary schools: however, suspensions are 4.43% while the
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Table 21
Case Studies: Com parison o f OCDQ and TAI Scores. Demographic Information, and
Academic Tests Results Between the Typical Elementary School (TES) and the High
Elementary' School (HES)

Item

TES

HES

Supportive

495.258

699.814

Directive

429.906

510.938

Restrictive

397.032

306.581

Collegial

586.357

673.457

Intimate

609.299

672.570

Disengaged

497.619

355.079

TAI

18.111

23.737

Student Population

450

383

Faculty Size

32

26

Student Attendance

95.73

96%

Suspensions

4.43%

OCDQ dimension scores

.69%

CRT-G rade 3
(Language/M athematics)

96/97

98/100

C R T Scores-Grade 5
(Language/M athematics)

84/91

94/98

C A T Scores-Grade 4
Median Percentile

69.5

72.7
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district average is 3.289c, which makes TES the third highest in the district for
elem entary school suspensions. There are no expulsions (PPDCR. 1994).
Academic performance is measured with the CRT and CAT tests. D espite the
poor academ ic reputation o f the school district. CRT results for grade three show the
children to be performing above the state average and that the school ranks seventh o f
18 elem entary schools in the district. G rade five children are below the state average
and
rank fifteenth o f 18 elementary schools in the district. CA T results show the school
perform ing above the district, the state, and the national median percentile for grade
four (PPD C R . 1994).

Setting
TES is located in a small town which has less than 2().()(K) citizens and is
surrounded by rural areas. The town is one o f the main shopping areas for the district
and contains fast food restaurants, strip malls, older main street shops and two new
shopping centers. The downtown area is dirty, with many closed and em pty store
fronts, giving the downtown area a deserted look. There is little activity (either cars or
people on foot) observed in the downtown area. This status o f downtown can be
attributed partly to the bedroom com munity aspect o f the citizens' lives, with m ajor
shopping and other activities being conducted in the large city within an hour's drive.
The school is in a lower middle class or working class neighborhood with
hom es priced from S50.CMM) to $90,000 (Louisiana Realtors' Association). The area
appears w'ell kept. Lawns are mowed, trees are pruned and houses appear m aintained.
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It is an old neighborhood with m any tall trees and lush shrubbery. The neighborhood is
quiet, except for the noise o f children walking to school and the occasional car or bus
on the main street

Physical Plant
TES is a thirty year old brick building. The bricks appear faded to a grayish red
color and the trim o f windows is dull with age. The school is set close to a secondary
town road bordering the neighborhood. An eight foot chainlink fence encloses the
school grounds, including the oval driveway in the front o f the school. This fence is
locked after school hours unless there are after school activities. The m ajor entrance to
the school is one narrow doorw ay rather than the double doorw ay which is seen at
many schools. The windows are small and placed high on the front wall o f the school
and the inside classrooms are not visible.
The school is within fifty feet o f the road so the m ajority o f the land is behind
the school building w ith the formal playground off to one side, perpendicular to the
main building and the cafeteria building. The playground contains swing sets, a jungle
gym. and a seesaw. The playground had dirt as the main ground cover, as with many
school playgrounds. The extended property is large, with more grassy areas and several
large oak trees. The area is nondescript and offers no bright colors on the equipment
nor is the equipment new.
The inside o f the school is very clean with freshly polished hallway floors and
clean walls. The wall colors are faded pastels and there are few splashes o f color.
Displays o f classroom art work are found by each classroom door.
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Oddly, there is no musty odor which is usually associated with an old building.
The typical smell o f children sweating and even cleaning odors are not present. The
school is well lit through natural light filtering through the windows and the lights
fixtures. The cafeteria occupies a separate building directly behind the main building
and can hold approxim ately 300 people. The tables and chairs as well as the equipm ent
appear to have been wiped down recently and the new est equipm ent has a high sheen.
While cleanliness is very apparent so is the age o f the facility and its furniture. The
facility almost sags with its age.
The principal's office overlooks the front drive and is small but decorated in a
professional m anner. The walls hold many citations and awards and the principal's
desk appears cluttered, as if too many things require her attention. There are two exits
in the office-- one to the main/secretary's office, the o th er exit to the hall o f the main
building. The m ain/secretarv's office is small, cram ped and crow ded with office
equipm ent and furniture. W hile the com puter equipm ent is up to date, the furniture and
office accessories are out o f date.
Classroom s appear clean, desk are not dusty o r written on and there is no d in on
walls or the w indow s. However, the classrooms are cluttered because there is simply
not enough room to hold all the supplies, books, plastic crates o f craft materials, maps
and other materials for the teachers and children. Som e o f the classroom s have boxes
of materials stacked under the windows on low shelves. One o f the teachers said, "with
so many children, we have no room for instructional m aterials.”
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Children
TFS is hnsicallv a neighborhood school. M any o f the 450 children live close
enough to w alk but some are bused. The children o f TES come from predominantly
low er m iddle class and working class families, with average family incomes below
$40,000 (U.S. Census Bureau). The ethnic breakdown o f the children is 94% white and
6% black.
The children appear to be dressed appropriately for both the weather and school.
They are in short sets, jeans and blouses o r shirts. The girls have bows and barrets in
their hair and some o f the boys sport the new "bowl cut."
Breakfast is provided for those children who qualify for the federal programs
and 15 children partook on the days o f the visits. W ith only 35% o f the children on
free lunch, the school is considered a low poverty entity (Food and Nutrition Bureau.
Louisiana D epartm ent o f Education. 1995).
The children walk quietly in the hallways, classroom s, cafeteria and on the
playground as the day begins. Upon arriving at school, the children sit in the hallways
and socialize before the first bell. There are no outbursts or verbally aggressive
behavior am ong children observed. As teachers move in and out o f their classroom s,
they appear to m onitor the children. Typical child behavior consists o f teasing each
other and talking loudly. Laughter is observed at lunch and recess. The children
appear to respond to each other, teachers and situations in acceptable ways. Very little
correction by teachers is observed. During class time, children are quiet and are
observed actively working on assignments.
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As to disciplinary actions, very little is observed. One incident occurred while
the researcher was in the main/secretarv's office. A child was sent to the office during
the observation period for disciplinary reasons. The secretary seemed very fam iliar
with the student, asking him "Why are you here this time? Sit down and the principal
will see you when she has the time." At another point, two children were observed
standing in the hallway, next to a classroom door. They had been removed from their
classrooms for talking out o f turn. As one teacher explained. "Children are not allowed
to disrupt classroom activities."

Teachers
All 32 teachers are white females and local residents. Thirty-one percent o f the
faculty have a m aster’s degree o r higher which is slightly below the district and state
average ( PPDCR. 1994). Parental support is evident by the number o f volunteer
parents who serve as teacher aides. During the two days o f observations, 20 parents are
observed serving in this capacity. Teachers are assisted by two student teachers who
are in the school com pleting a student teacher semester.
The researcher interviewed three teachers, a student teacher, three parent aides
and the school nurse. The responses to questions about the school and the principal
were overw helm ingly positive. There appears to be genuine friendship am ong the
teachers and the principal. One teacher told the researcher. "Many o f the teachers and
the principal play Keno once a week and this year, as soon as school ends, several o f
the teachers and the principal are going on a vacation together". Com m ents am ong the
parent aides reflect the same attitudes: the parents sincerely like the teachers and the
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principal especially. "The principal m aintains discipline and the children know to
follow the rules so this school runs really well," according to one parent.
One incident was observed which appears inconsistent with the positive
com m ents m ade by the parent aides. Tw o o f the parent aides were m aking copies for
several o f the teachers and a third parent aide came into the lounge. She had a rather
large stack o f originals to copy for one teacher, who wanted them right away. The
three aides appeared to have experienced this situation before and laugh. One aide said.
"She'll just have to wait, like all the other times." This incidence offers some evidence
that m inor day to day tensions do exist am ong teachers and volunteer parent aides.
The school nurse has an active role in the school. One o f her duties is to prepare
a presentation for parents. This presentation is a previewing o f a sex education video.
Those parents with concerns about the content are being given an opportunity to view
the tape and remove their children from that particular class. The school nurse seems
som ewhat concerned for the safety o f those children with family problem s and for the
role she has to play in reporting abuse to the proper authorities. W hile she wishes she
did not have to do so. she feels a responsibility to help the children.
C uriously, the school nurse, o f all the people spoken with, is the only one who
m entions the children and learning directly. During the interview, she stated that "It is
very im portant to give the children the chance to learn as much as possible." Neither
the teachers nor the parent aides volunteered any statements about learning or the
children. T he teachers and parent aides, when asked directly about the children,
unanim ously responded that "discipline was very strict in the school and the principal
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did not allow children to interrupt the learning o f others." It sounds like a lesson well
learned. The recurring theme which surfaces during the interview s is that discipline is
the single most important objective o f the school. Asked if it is im portant by itself or as
a prerequisite for learning, one o f the teachers said that "discipline is ju st as important
as knowledge."

Principal
The principal is a white fem ale in her late fifties. She is professional in dress
and dem eanor. She has been an educator in the district for over tw enty years and
principal for the last four years at TES. She has an air o f strength about her. yet smiles
easily. She is very open to questions and has no hesitancy in offering opinions about
teachers, children, the school, parents, or the district staff. The principal is quite proud
o f the staff rapport and m entioned the vacation and Keno nights, as did one o f the
teachers. This network o f friendship seems very important. The previous principal, a
man. had been viewed as authoritarian and unfriendly to the staff. The present
principal goes out o f her way to establish good communications with the teachers and
to include teachers in group activities. Though observations and interview s, it is
obvious, though, that this principal is in control of the school and that she is the
decision maker. The principal simply has a pleasant manner o f com m anding respect and
allegiance.
The principal stated that the children and parents are aw are o f the school rules
and that children are sent home if inappropriate behavior takes place. Parents are
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apparently very supportive o f her stance and little trouble is evident. The principal
seems very proud o f this support among parents.
As with the teachers and parent aides, the principal did not mention the
children's academic o r social performance until asked specifically by the researcher.
The principal did not m ention test scores, which appear to be rather good, both from a
district and state level. W hen pressed for a com ment about the children's behavior, the
principal mentioned her discipline policy. She stated firm ly children "were here to
leam and no child could interfere with the learning o f others." It is as if the children are
not the purpose o f the school but a separate entity, not really necessary for the
functioning o f the school.
The principal's view point o f the superintendent is fairly distant. The principal
does not indicate any personal relationship or friendliness, but there is professional
respect and loyalty. The principal is one o f the district personnel who is aligned with
the superintendent instead o f with the more conservative m embers o f the school board.
The principal supports the superintendent because he has established good procedures,
tries to respond to individual school needs and desires, and addresses problems quickly.
This relationship indicates a possibly low level o f interaction between the
principal and superintendent that might indicate low levels o f principal influence with
the superintendent. As stated in chapter 2. influence is an outcom e o f an informal
social interaction between two people (Hart. 1993). That type o f social interaction does
not appear to be a possibility between this principal and the superintendent. As to
independence, the lack o f the informal relationship does not necessarily play a role, but
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the principal did not indicate any negative feelings about unnecessary control by the
superintendent.

School Climate
The school was visited in the late spring o f the year. End o f the year activities,
such as special topics in classes where all curriculum needs have been met. assem blies,
and parties have begun, yet there is a quiet, orderly feel to the school. Children are
following an established routine, both as to activities and expected behavior. Before the
first bell o f the day. they are cheerful, talkative, and happy. Recess is physically active
(running, clim bing, and jum ping) with the norm al yelling, laughing, and sm all upsets
that occur w’ith children at play. End o f the day activities tire boisterous as the children
become excited about going home.
The teachers appear calm, their dem eanor, speech and body language indicate
quiet confidence in the overall condition o f the school. Those teachers interviewed
stated that everything is in order and on schedule because the children cause no extrem e
difficulties, the curriculum is being completed on time and the paper work is com plete.
Teachers are asked how they feel when contem plating the start o f the day. One
said, "everything runs smoothly here, the children know the rules." Every teacher
response given, whether about activities, clim ate or environment, expresses pleasure at
the level o f discipline in the school. It was the only response given related to the
children. There was no bragging about the children’s test scores, awards, innovations in
the classroom o r a specific child who has excelled in some way. Teachers were also
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asked what they consider a good day at school. One stated that. "Any day is good when
the children are quiet and everyone is in a good mood."
The parent aides indicate that they are pleased with the school. Discipline is
maintained, their efforts as aides are appreciated and even the one teacher who is
dem anding is manageable. The school is functioning quietly.
As to whether the superintendent is active in the day to day operations o f the
school, the teachers responded that he is not considered an active part o f the school.
This situation indicates that the superintendent is not a close controller o f the principal's
activities, as far as the teachers are aw'are. Teachers did not offer any information about
the principal's influence with the superintendent affecting the day to day operations of
the school either. No connections appeared evident to the teachers interviewed that the
principal/superintendent relationship played a role in shaping the clim ate o f the school.
When interacting among themselves, the children laugh and talk with smiling
faces and positive body language. In the classroom , their faces are mostly neutral and
their bodies are slumped in their desks. No teacher was observed m aking classroom
presentations with an excited voice o r body language. The teachers appeared to be
reciting lessons. There appears to be a missing connection between teachers and
children, especially during class time.

Perceived Principal/Superintendent Relationship
Teachers at TES base their opinions o f the principal’s relationship with the
superintendent on two factors: resources provided to the school and the principal’s
support for the superintendent over the school board's conservative m em bers. All
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teachers interviewed are aware o f the discord between the superintendent and the board:
they are aware also o f the principal's loyalty to the superintendent. The principal has
made her position clear in a staff meeting.
The teachers feel that the school is receiving adequate resources, yet they are
aware o f the district's financial difficulties. While the teachers want m ore supplies and
desire more com puter equipm ent, they seem satisfied that all that could be done is being
done. The teachers state that the principal is doing her best in trying to get more from
the superintendent, yet seem unaware o f how she is doing this task. As to the
superintendent's role in the school, it is viewed as distant at best, if not non-existent.
Most teachers could not rem em ber if the superintendent had com e to the school during
the year. One teacher com m ented that, "He has more im portant things to do than come
see us.”
The principal's influence on the superintendent is viewed as difficult to
ascertain by teachers. Teachers stated that, "Getting supplies are the only way we can
tell if the principal can move the superintendent." Teachers do not perceive influence
in any concrete fashion as a form o f power on the pan o f the principal. The ability of
the principal to influence the superintendent is seen as too invisible to teachers.
The concept o f independence is easier for the teachers to discuss. The teachers
interviewed believe that the principal is independent o f the superintendent and makes
most decisions herself. The teachers believe that the principal follows district
guidelines and does not give the superintendent reasons to closely m onitor the school or
the principal. The teachers' point agrees with the research discussed in chapter 2
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(Crowson & M orris. 1985) which describes principal strategies for maintaining or
obtaining independence from the central office. Crow son and Morris (1985) describe
principals being aware that the superintendent and central office will give greater
latitude to principals who do not make trouble for the central office. This tacit
understanding between principals and the central office is part o f the informal method
used to control district life.

Summary
TES is an elem entary school in a poor district, which has financial problem s and
leadership tensions as well. While there is a general aw areness o f the leadership
tension, the aw areness does not appear to cause great stress in the teachers or the school
in general. The teachers appear to be able to isolate them selves from the district level
tensions.
The school functions in a traditional manner, with discipline being the main
objective o f teachers, parents and principal. There is consensus among the adults that
the school runs well. The TES teachers' com ments appear to show a concentration on
creating a pleasant work environm ent for themselves. The present principal has not
been in place for a lengthy tenure so it would be o f interest to follow this school and see
if any changes develop which might demonstrate any aw akening to potential problems.
TES teachers appear to value their principal for sharing the same outlook on the
mission o f the school which is discipline above all else. The teachers also value
personal friendships with the principal. There does not appear to be any overt
awareness on the pan o f teachers about the principal/superintendent relationship.
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TES teachers do not indicate any belief that the principal is influential with the
superintendent, rather the teachers appear to have no perceptions about that aspect o f
the relationship. The only indication which even hints at influence is that teachers feel
an adequate amount o f resources are available for the school. Independence is also
rather vague for these teachers but som ew hat stronger than influence. The teachers
appear to believe that because there is no evidence o f interference in school activities by
the superintendent, the principal must be independent o f the superintendent to a high
degree. As with influence, the TES teachers show only vague interest o r aw areness in
the principal/superintendent relationship. Rather. TES teachers appear to be centered
on the relationships am ong themselves and with the principal only. The possibility o f
independence and influence being interwoven is not apparent at TES.
High Elementary School (HES)
On the OCDQ, the high elementary school (HES) scores are in the very high
category' on the principal dimension o f supportive (699.814). average in the directive
dimension (510.938). and very low in the restrictive dimension (306.581). Scores are
very high in the collegial (673.457) and intimate (672.570) dimensions and very low in
the disengaged (355.079) dimension. This indicates a school in which teachers perceive
high levels o f principal positive behaviors and low levels o f negative behavior which
impacts teacher work life; teachers have good rapport with each other and are actively
engaged in their work. This school is in the open category of the typology o f clim ate
developed by Hoy. Tarter, and Kottkamp (1991). The TAI score is 23.737 indicating
that the teachers have a positive perception o f the principal/superintendent relationship.
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HES is an elementary school, serving grades K-5 plus special education classes.
There are 3X3 children and 26 faculty m em bers. All the children o f HES are white as
are the teachers (AFSR. 1994). HES has 27.5% o f their classes in the 1-20 range and
the rest o f the classes in the 21-26 range. No classes has more than 26 children, this
situation places HES as third in district for elem entary schools for the sm allest class
size. Student attendance (96%) is also better than the district average (95.45% ). HES
suspended only three children (.69%) during the school year, well below the district
average o f 3.28%

(AFSR. 1994: PPDCR. 1994)

Academ ic performance is measured by CRT and CAT tests. C R T results show
the children to be scoring higher than the district and state average. HES places fourth
out o f IX district elementary schools on the C R T for grade three: and HES places fifth
out o f IX district elementary schools on the C R T for grade five. CAT results for the
fourth grade place HES fourth in the district in overall performance and well above the
district, the state, and the national median percentile (PPDCR. 1994).

Setting
HES is located in the rural, southern part o f the district. The school is located in
a curve o f a secondary country road. Across the road from the school is a small
hardw are store. There are no neighborhoods, houses or commercial entities (other than
the one m entioned) within half o f a mile o f the school. The surrounding area is heavily
w ooded, green. The only sounds either com e from people at the school o r passing cars.
The houses closest to the school area are small and wood-framed. Housing costs in the
area are under $60,000. on average (Louisiana Realtors' Association). This part o f the
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district consists o f citizens who are considered to be poorer than the people in the
northern two thirds o f the district. As noted previously, most o f the population in the
southern third is considered transient. The children attending HES com e from a small
town several miles to the south o f the school.

Physical Plant
HES is over thirty years old. HES is simple in design and consists o f two faded
red brick buildings and a m odular cafeteria. Since the building is on a curve o f a
secondary, rural road that has been the sight o f several accidents, attem pts have been
m ade to reinforce the chainlink fence surrounding the property. The front drive where
buses and cars dropped o ff children has a courtyard appeal with three large trees
shadow ing the pavement and the front o f the buildings. W hile the outside o f buildings
are plain, the front windows o f the classrooms are rather large and low to the ground,
allow ing one to see into the classroom. Also, art work dots the classroom window
panes.
The grounds o f the school extend deep into the woods and the playground is
surrounded by large mature trees which offered a great deal o f shade. Swings sets, see
saw s and other playground equipm ent are placed close to the buildings so the teachers
can m onitor the children with ease.
The interior of the school is spotless. The janitor starts polishing the floor as
soon as the children begin the first class. Children’s art work is arranged beside the
classroom doors and the colors o f the walls are pastel and cool to the eye. The school is
well lit and not cluttered with boxes, supplies or equipment. The cafeteria is spotless
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with the chairs and tables wiped clean and ready for children. There is new equipm ent
purchased recently visible in the kitchen area.
The principal's office is located to one side o f the foremost building. A ccess to
the principal's office is through the m ain/secretary's office, passing through a storeroom
where the copy m achine is housed. The principal’s office is large ( 15'x2()’"). with new
taupe carpet, peach and cream country curtains, and several plants scattered throughout.
W indows fill one full wall and part o f another. T he principal's wooden desk is large
and holds a few stacks o f paper, com puter and phone. There are several crafts items
adorning the office, mostly o f educational images such as apples and the alphabet. Both
the principal's and secretary’s office have recently undergone renovations. M ost o f the
work has been done by the principal's husband and the parents o f the children. There is
a relaxed, informal atmosphere to the office area due to the curtains, carpet and
decorations.
The classroom s have neat cupboards to store supplies and there appears to be
plenty o f space for the children to move com fortably. The desk are widely spaced and
there appears to be plenty o f room the children to move around comfortably. The
building is relatively old but inside the classrooms the age does not seem apparent.
Instead the m aterials and furniture appear sturdy, up to date and useful.
One sign o f overcrowding is noticed. W hile m ost teachers have sufficient
space, the speech therapist is housed in a dead end hallway o f the main classroom
building. This situation came about so that a com puter lab could be established in her
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old room. The teachers voted for this plan last year. W hile the situation is not perfect,
she seem s content because the children benefit.

Children
HES serves a largely dispersed rural population, plus children from a sm all
town several m iles to the south. The children are transported to school by bus and car.
No children walk to school. The children are from agricultural and working class
families with incom es averaging below $30,000 (U.S. Census Bureau). M ost o f the
children are dressed in clean but faded clothes with som e o f the clothes being too big or
small.

Breakfast is provided for children on the federal program. Thirty-four percent

o f the children qualified for the program (Food and Nutrition Bureau. Louisiana
Departm ent o f Education). This percentage places HES in the moderately poor
category o f schools. It should be noted that although there is a category break between
the two schools, only one percentage point separates the schools in the measure o f
poverty. Neither school deals with high poverty children.
M orning activities are boisterous (laughing and socializing loudly) and there are
many interactions am ong teachers and children. These interactions include socializing
and movement around the hallways, asking questions o f teachers, receiving reassurance
from teachers as to the d ay ’s activity. The children are observed quietly w orking in
classes, helping each other and asking questions o f their teachers. Several instances o f
appropriate affection are exchanged between teachers and children. The appropriate
affection includes shoulder hugs and pats on arm s and hands. In the classroom children
laugh quietly and seem to be actively enjoying classroom activities. The children have

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

183

sm iles and positive body language such as sitting up straight, leaning forward and
actively seeking inclusion bv raising their hands.
A m ong the observations in classrooms, one incident stands out in a self
m onitored reading class. A child who has been absent approaches the teacher for help
while she is talking with the researcher. The teacher excuses herself and helps the child
for approxim ately five minutes, then returns to the researcher. O bviously, the child is
the first priority o f the teacher.
A nother example o f classroom behavior is observed in the com puter lab. The
children work at an individual pace, monitored by the lab parent aide and their teacher.
Children are quiet and attentive, needing no beginning instructions. The children
readily explain what they were working on to the researcher and offer to let the
researcher try her hand at the math o r reading lessons. Children are allowed to interact
with each other and even assist each other in the com puter lab.

Teachers
All 26 teachers are white females who are local residents except for four from a
nearby city w'ho drive in each day. Thirty-five percent o f the teachers hold at least a
M aster's degree and one holds a Ph.D. This percentage places the school above the
district average but below the state average (PPD C R . 1994). The principal strongly
encourages, both verbally and with financial support, those teachers who wish to pursue
professional developm ent activities. Teachers are taking advantage o f these
opportunities. Throughout the year, most teachers attend workshops in which they
learn new ideas to use in the classroom.
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During the researcher's two day visit, five teachers are interview ed. Tw o themes
em erge in these discussions. One theme is that children are the first priority o f teachers
and the principal. Each teacher interviewed mentioned the children, learning and the
social needs o f the children as their main concern and interest. The second theme is the
teachers' enthusiasm for working with children. The teachers are enthusiastic about the
children, future professional developm ent, the principal’s role in the school and each
other. One teacher. Teacher A. who moved to the school from a large, urban school
district in Texas, is most enthusiastic. Teacher A readily shared her ideas about the
children, the teachers and the principal. Teacher A feels the school functions well
because "the principal’s personality and friendliness directly influence the attitudes of
both teachers and children."
A nother interviewee, a third grade teacher. Teacher B. expressed her concerns
about the children, stating, "These children often com e from broken homes and many
times they d o n ’t know where they will be sleeping that night. This school is their only
stability." Teacher B is most concerned about the children as people and feels the
atm osphere o f the school helps these children cope w'ith the stress they have at home.
Teacher B stated that "children need a nurturing presence in their lives and
unfortunately we are the only ones who give it to them som etim es".
A kindergarten teacher stated that the principal’s w illingness to approach the
superintendent about new techniques for "hands on m anipulatives" has improved the
learning experience o f her students. This kindergarten teacher feels that the principal
has brought many new ideas to the school during the five years she has been there and
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also appreciates the principal's continued support for w orkshops and seminars.

The

workshops are verv im portant and when we go out of town for one. we try to save the
money for travel so we can spend it on supplies for the children." she explained.

Principal
The principal is a white female in her late forties or early fifties. She
enthusiastically welcom ed the researcher to the school. The principal had been a
teacher in the district for alm ost twenty years before moving to HES three years
previously. She is very open and friendly, offering to assist the researcher in any
possible way. The principal gave a tour o f the school, interrupting classroom s to
introduce the researcher to the teachers and children. No visible sign o f stress are
evident in the teachers at these interruptions. The teachers act as if the interruption
were a normal occurrence. The teachers have been prepared for the arrival o f the
researcher. The principal has given all the staff name tags, telling the researcher it will
make the process friendlier.
The principal expressed pride about the school in three ways. First, the children
are cared for both em otionally and physically and a good learning environm ent is
provided for them. Second, the principal is proud o f her teachers because they are
willing to improve their professional skills and are actively pursuing further educational
opportunities. The principal stated that "I try to provide funds for any teacher who
wants to attend workshops that improve their teaching and bring new techniques to the
classroom .” Third, the principal is impressed by the com m unity dedication to the
school. An exam ple o f that dedication is the group o f five women w ho run the library
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for the school. Not one o f the five women has a child in the school, but they w ant to
perform this service for their com munity. The principal stated that "This com m unity
ow nership o f the school m bs off on the attitude o f teachers and students alike."
The principal is also proud o f the instructional choices made by the school staff.
In the previous year, the principal offered the teachers a choice o f either a librarian or
physical education teacher for a new staff position. The teachers decided that the five
women running the library performed well so they chose the physical education teacher.
Tw o things are significant about this event. First, the principal did not m ake the choice,
she allowed the teachers to make the choice. Second, the reason for the physical
education choice was predicated on the rather poor physical condition and coordination
o f many o f the children. In other words, the teachers m ake choices based on the
immediate needs o f the children. As the principal described it, "Teachers in this school
care deeply for the children's well being, both mental and physical."
This principal is a participative leader, allow ing the teachers to m ake decisions
which in a traditional school are the principal's responsibility. The principal offers
verbal encouragem ent and finds resources to assist the teachers in furthering their
education, for the teachers' personal benefit and for the learning benefit for the children.
This principal has a professional and personal relationship with the
superintendent. She taught his children and know s the superintendent as a parent. The
principal is very active in the district, serving as president o f the district principal's
association and working closely with the central office to find resources for her school.
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The principal said. "I bother them to death and they give me some o f what I w ant just to
get rid o f m e."

School Climate
The school was visited in the spring o f the year. The hallways are quiet and
everyone, teachers and children alike, are busily engaged in learning activities. No
discipline problem s are noticed. A general atmosphere o f cooperation exists.
T eachers were brought together to meet the researcher and have an explanation
given as to the purpose o f the research. Many questions were asked, not only about
what was being observed and sought from the school, but what the researcher was
attem pting to dem onstrate through the research. "How might it help schools and
children?" "Are there other possibilities for research that could be beneficial to their
school?" There is an eagerness o f the p an o f the teachers to learn.
W hen teachers were asked how they approach each day. one responded that,
"coming to school is fun. 1 really get excited about seeing the children." All the
com m ents were positive. The teachers feel relaxed and comfortable with their school.
When asked what a good day at school is like, teachers offer smiles and say "A good
day is when everyone learns." "When the children come to school and can learn
because they are not hungry and home was quiet the night before." "When there is
laughter and we get that a lot here."
O ne teacher offered her curriculum choices as an example o f how the principal
allow s creativity in the classroom. At the end o f the spring term, this teacher works
with the children on a crafts approach to Louisiana culture. ”1 have the children make
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different types o f maps using beans native to the state for materials. I bring in Cajun
storytellers, singers, and even a politician o r two to speak with the children.

Her

classroom hums along and buzzes with activities. The teacher moves from one group
o f children to another, offering com m ents and answering questions. As she tells the
story, she sm iles and her eyes twinkles. "The children can laugh, talk, and learn all at
the sam e tim e.”
A nother example o f how' the principal brings new experiences to the school is
an activity planned to show the children that they have a connection to o th er schools in
the district. The principal stated. "I w'ant to give a sense of com munity, a connection to
the rest o f the district because the school was physically isolated." The principal
arranged for the high school football team to come and eat lunch with the children one
day. The football players sit among the children and answer questions, sign autographs
and view' som e o f the children's art w'ork.
HES teachers hold the same views as TES teachers about the superintendent.
The teachers really only perceive the superintendent through the principal. The
principal is perceived as funneling the superintendent input to the school and because
the teachers feel supported in their efforts, the superintendent is perceived as having an
indirectly positive effect on the school. The principal is perceived by the teachers as
having a good relationship with the superintendent, both formal and inform al. The
formal relationship is demonstrated through the principal’s high profile with the central
office and her ability to receive what is perceived by the teachers as special attention for
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the school. The teachers believe that this situation is another dem onstration o f the
positive nature o f their school.
Three themes emerge about clim ate based on observations and interviews.
First, children are the focus o f school activities and the principal and teachers work to
give the school a conducive learning atmosphere. Second, the principal succeeds in
building an air o f professional energy about teacher growth because growth is viewed
as important to enhance the abilities o f teachers. Third, the principal creates an aura of
efficiency and effectiveness by providing resources for the children and teachers. The
teachers perceive their principal as having positive influence with the superintendent
which has proven beneficial for their school by providing resources, including funds for
professional growth and classroom needs such as the com puter lab. The teachers also
believe that positive results have grown from the principal's ability to act independently
o f the superintendent. This independence has been displayed by the principal being
allowed to incorporate new curriculum designs in the classroom which are not
necessarily in line with district policy. The teachers believe that the principal was able
to accomplish this task because the superintendent gave her greater independence
because o f the superintendent's trust in the principal's abilities.

Perceived Principal/Superintendent Relationship
Teacher responses at HES dem onstrate only vague aw areness o f the principal's
relationship with the superintendent. The teachers know o f the principal’s previous
history with the superintendent and that she is able to speak with the superintendent
more often than would be generally expected. Teachers also know how hard the
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principal works to gain resources from the central office. Unlike TES teachers, these
teachers do not mention the antagonism between the school board and the
superintendent. Either it is removed from their im m ediate focus o r the teachers do not
think it appropriate for discussion.
Teachers explain that their school is receiving more resources than other schools
in the district because o f the efforts o f the principal. One stated. "The principal is
constantly thinking o f new ways to move the superintendent toward new curriculum
and innovative program s.” A kindergarten teacher is particularly vocal on this issue.
She said, "W ithout the principal's support I would never have gone to the workshops
and learned about new ways to stimulate my slow learner." As stated in relationship to
climate, the teachers feel that the principal is able to have great influence with the
superintendent. The principal is also able to act independently because the
superintendent trusts her judgem ent. For exam ple, the principal is allowed to modify
curriculum in the school rather than strictly follow district policy, as mention in the
climate section.
As to a role for the superintendent in the school, the teachers do not see it as
direct. His role, as explained by one teacher, "is to m anage finances, talk to the board
and provide the schools what they need." The superintendent's role is viewed as being
indirect and funneled through the principal. The principal is the link between the
school and the outside world. As with TES teachers. HES teachers are vague about
many aspects o f the principal/superintendent relationship.
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H owever. HES teachers appear to view their principal as being very influential
with the superintendent. The personal nature o f the relationship is given as one reason
for this success. This view corresponds with issues brought forth in chapter 2 (Hart.
1993) about the informal, social nature o f influence. HES teachers appear to be aw are
o f and value the principal's hierarchical independence and influence. The teachers
believe that the principal’s ability to act independently is a sign o f influence with the
superintendent. The principal’s independence is valued as a resource by the HES
teachers.

Summary
HES is in the same district as TES. As m entioned previously, the district is a
relatively poor financially, and has leadership tensions. Teachers and principal alike
appear to be coping with both situations without any noticeable interference in their
work.
HES functions in a participative type o f adm inistration. The HES principal
gives the teachers a great deal o f autonomy and allows teachers to participate in school
wide decisions. There is consensus among the HES teachers that the school is w orking
well. One teacher said. "Things run sm oothly here and the children are learning."
Based on interview s, there is a united goal for HES and that goal is to help the children
learn. Attaining this goal is being accom plished in three ways: teachers and the
principal work to create a positive learning environm ent for the children: HES teachers
are being encouraged to grow professionally for their personal benefit and the benefit of
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the children: and resources are found by the HES principal to enhance the learning
environm ent.
T his much can be deduced from the teachers remarks, the principal proves to be
influential by providing resources for the benefit o f the school. The HES principal is
also able to act independently about such m atters as curriculum. The principal is able
to give the teachers latitude to try new curriculum approaches. The HES teachers view
this as independence on the part o f the principal as beneficial to the school. From the
HES teachers* viewpoint both hierarchical independence and influence are perceived
within the principal/superintendent relationship.
Discussion o f TES and HES
W hen com paring schools, it is im portant to ask the same types o f questions and
look for the same types o f situations and inform ation. True com parisons can then be
made. N uances and specific differences are discovered and play an im portant role.
While no attem pt was made to choose schools in the same district, the situation
occurred and allow ed the researcher to make more in depth com parisons since the
schools share the same superintendent. There are differences in the OCDQ dim ension
and TAI scores (see Table 21) which offer a beginning point for a discussion o f the two
schools. The qualitative section on the present research offers greater insight into the
differences recognized by the OCDQ and the TAI.

Setting
The first point is that the two schools can be said to be sim ilar because the
schools are in the same district, same facility age. same SES levels for the student body
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which is mostly white, and same grade structure (K-5). The principals are both white,
female and o f a sim ilar age. In general term s, differences ot locale and size ot student
population are uncontrollable factors. TES is a small town school with neighborhoods
abutting it. while HES is rural and physically isolated. HES serves a m ore transient
population, with low er family incomes, and less parental involvement. W hile the
num ber o f children on free lunch is approxim ately the same, the fam ily income levels
are som ew hat low er w'orking class while TES family income levels are m ore middle
working class level. The schools face different problems based on the geographical
differences, family backgrounds o f the children, and class size.
As to the composition o f children. HES has approxim ately 75 fewer children,
they are all white and their families have lower incomes than the fam ilies o f children at
TES. With the sm aller enrollment. HES may have an advantage through slightly
sm aller class size groupings and less crow ding in the classrooms. Suspensions differed
greatly: TES suspends far more children than HES but neither school has expelled
children. Test scores are higher for HES children, yet TES principal and teachers alike
appear satisfied with the performance o f the children, although they have to be asked to
discuss the children. TES' test scores are average to slightly above average for the
district. W hen com pared with other elem entary schools. TES ranks in the middle o f the
district.

Physical Plant
Both facilities are old faded brick buildings in need o f repair o r replacement.
G reater care for pleasing aesthetics are evident at HES (e.g., the im provem ents to the
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office area). The teachers and principal go out o f their w ay to enhance the facility. For
exam ple, when teachers were sent to a workshop out o f town, they did not spend the
m oney allocated for food o r accommodations. Instead, the teachers bought materials to
enhance their classrooms and bought new instructional m aterials tor the children.
The grounds are sim ilarly kept at both schools. There are natural differences
which can not be attributed to any activity on the part o f staff. Both cam puses appear
safe from obstructions, casual entrance by strangers are controlled by the fences, and
the grass has recently been mowed. Inside the schools, janitors work to keep the floors
clean and swept during the school day.

Children
Differences between the two sets o f children are revealed more through the
know ledge and sensitivity o f the teachers. No one interview ed at TES. except for the
school nurse, offered a discussion about the children. The teachers interviewed talked
about the school having good discipline rules but mention the children directly only as
related to discipline. Discipline is the focus for teachers at TES and it is the same for
their principal. As long as the children behave, TES' staff appears satisfied. The
researcher had to ask specifically about the children in order to elicit any direct
response. The usual response is that the children know the rules and do "OK" on tests.
At HES. the teachers and principal mention the children before they talk about
them selves or each other. The teachers express pride in the children's academic
perform ance especially since the teachers believe that the children are at a disadvantage
because o f their home environm ents. HES teachers appear to receive pleasure in
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knowing the school offers the children some sense o f security in their turbulent lives.
One teacher said. "These children need some sense o f stability in their lives and this
school is it."

Teachers
Teachers interviewed at TES express contentm ent with their job situation. The
teachers view the principal as a friend. The school staff and parents are in agreem ent
about how the school should operate. All interviewees expressed the desire for good
discipline above all else.
The educational level o f teachers is higher at HES and the HES principal
actively encourages teachers’ professional growth while the TES principal does not.
There is no evidence o f professional growth or study nor is there evidence o f innovation
teaching techniques at TES. On the other hand. HES is introducing new ideas in the
classroom based on workshops and seminars that teachers attend. HES teachers also
expressed interest in the present research to determine if new ideas for the learning
environm ent could be elicited. TES teachers ask no questions about this research.

Principal
Principals at the two schools differ in many w ays. The two most important deal
with the mission o f the school and norms for the professional level o f teachers . At
TES. the mission is to maintain a quiet, well disciplined student body which does not
disrupt the teachers' work environment. The principal said. "No child is allowed to
disrupt class."

W hile at HES. the mission is to provide a nurturing learning
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environm ent for the children. This difference between the two principals' results in a
teacher centered environm ent at TES and a child centered environm ent at HES.
The second difference deals with the professional development o f teachers.
Professional developm ent was not mentioned by the principal or teachers at TES and
when asked, the principal replied, "the school year is too busy for the teachers already
so I leave that decision up to individual teachers". At HES. the principal finds
seminars, w orkshops and other opportunities for the teachers to grow professionally
and publicizes these events to her teachers. The HES principal actively recruits
teachers to attend the events and finds incentives, both financial (district and private)
and emotional, to entice the teachers.
A nother difference is worth noting. The HES principal has good rapport with
the superintendent which appears to give her greater access and a greater w illingness to
interact with the central office for obtaining resources. This personal relationship
between the principal and the superintendent appears to be a significant contributor to
the principal’s success in obtaining resources.

School Climate
Climate is a psychological phenomena. In both schools, the teachers state that
they are satisfied with the psychological feel o f their school, yet there are telling
differences. TES teachers appear satisfied with the status quo while HES teachers are
eager to use new ideas and approaches to education. TES appears to be ruled by a need
for discipline while HES appears to be ruled by the children’s needs. It is as if TES
principal, teachers and parents view the children only in terms o f how the children
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affect the adults in the school. On the other hand. HES appears to be concerned with
the children's needs before any others. At HF.S discipline is one o f many tools helping
to create a good learning environm ent for the children. Resources, new ideas,
innovations in curriculum choices and nurturing o f the whole child are ju st as im portant
tools.

Perceived Principal/Superintendent Relationship
Neither TES nor HES teachers state any knowledge about the principal/
superintendent relationship beyond the principal's ability to gam er resources for their
school and act independently. TES teachers are aware o f their principal's support for
the superintendent over the school board but appear unaffected by the situation. HES
teachers are aware o f their principal's personal relationship with the superintendent and
value that relationship in terms o f influence (resource allocations) and independence
(curriculum changes).
This finding m oves in concert with those items on the TAI which deal with
influence as the principal's ability to gather resources for the benefit the school. At the
same time, the HES principal demonstrates independence in decision m aking about
curriculum materials and new instructional approaches. HES teachers perceive both
hierarchical independence and influence together.

Summary
One theme em erges from these two case studies. TES and HES staff view the
m issions o f their school differently. At TES, the staff expresses their m ission as a
concern for their work environm ent and that the school maintains "good discipline."
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T he mission at HES is to provide a good learning environm ent for the children. At
TES learning is secondary to discipline and at HES learning is the num ber one priority.
Clim ate is perceived differently because o f the TES teachers differ in w hat they value
from the HES teachers. The HES teachers value a climate which is conducive to
learning and nurturing children. TES teachers value a climate which is conducive to a
smooth working situation for themselves.
Specific to the present study, indications o f hierarchical independence and
influence are very different at the two schools. At TES. teachers appear to be unaware
o f any direct relationship between their principal and the superintendent, other than the
formal, organizational relationship. TES teachers do not voice any aw areness o f
principal influence with the superintendent, other than receiving necessary resources at
an adequate level. The principal at TES is considered to be in charge o f the school and
the superintendent is not seen as an interruptive force which indicates som e
independence on the part o f the principal. That independence is not overtly displayed
though, rather the teachers almost view the school as an island that is sem i-detached
from the rest o f the world. The display of independence is an almost passive, caused
more by circumstances than by action.
The clim ate of TES is good for teachers and principals, in their view. But that
view is very narrow, as if the teachers and principal are wearing blinders. The teachers
and principal do not consider the children in their scope of understanding what their
school is. If the teachers are happy in their personal relationships with each other and
the principal, then all must be well, according to the teachers. This finding places the
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teachers' perceptions o f the principal/superintendent relationship and organizational
clim ate in perspective. The principal/superintendent relationship and climate, when
viewed in isolation, offer evidence about their possible connection. These two elements
are not the only elem ents needed to form a good learning environm ent for children.
Bossert (1982) and Duckworth (1984) both place the principal and climate in mediating
positions, not m ajor causality positions for student learning.
The missing com ponent is the children. This developm ent showcases the
lim itations o f research that does not include the perceptions o f all organizational
groups. By leaving the children out. the research is limited in the ability to fully
understand the true nature o f the school climate. The teachers do believe that the
principal directly affects the climate o f their school. This is dem onstrated through the
com m ents about smooth operations and lack o f problem s with discipline at the school.
The problem is not so much that the climate is disengaged or closed, rather the
problems is at the mission level o f organizations. These teachers and the principal are
not motivated by children's needs, rather they are motivated by personal needs and
there is no apparent dissatisfaction with that situation.
As to connections between hierarchical independence and influence and climate,
the TES teachers appear to value the principal's independence and link it to the smooth
running o f the school. The smooth running appears is the TES teachers' perception o f
their school clim ate. The TES teachers are happy in their workplace and TES teachers
have positive feelings about their school climate. This finding does not agree with the
results o f the quantitative study.
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HES is a very different situation. HES teachers view their principal's
relationship with the superintendent as dynamic, personal, and professional. HES
teachers view the principal as actively seeking both independence and influence.
Independence is represented through curriculum changes which are not in keeping with
district requirem ents. Influence is demonstrated by obtaining resources in abundance in
the teachers' view. The HES teachers believe that their school gets more materials and
equipment and receive these resources quicker than o th er schools in the district. HES
teachers attribute this situation directly to their principal's dynam ic and multifaceted
relationship with the superintendent. The relationship is seen as both personal and
professional since the principal taught the superintendent's children.
The clim ate at HES is open, dynamic, and energetic. Teachers and principal
alike are motivated by the children's needs. HES teachers actively examine new
methods o f instruction, new curricula, new resource m aterials, and share with each
other the children's successes. The HES principal actively encourages the professional
growth o f her teachers, both financially and em otionally. HES teachers give the
principal primary credit for the positive nature o f the school environment, the increased
materials and equipm ent, and other types o f support. T he HES teachers view the
principal/ superintendent relationship as being one o f the primary reasons for the
principal's success in improving the school and creating the school's positive climate.
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Chapter Five
Conclusions and Implications

Overview of the Study
The present study explores the link between teachers' perceptions o f the
principal/superintendent relationship and teachers' perceptions o f the organizational
climate o f the school. Many prior studies examine the principal solely, while other
studies exam ine the evaluative process o f the principal/superintendent relationship
(Boyan. 1988). The present study set out to exam ine teachers' perceptions o f the
interaction between principals and superintendents in terms o f upward influence and
independence. The research question for the present study can be stated briefly: is the
relationship between two leaders in a nested organization, as perceived by subordinates,
related to those same subordinates' perceptions o f other organizational phenom ena? In
the present study, the leaders are the school district superintendent and the school
principal. The subordinates are the teachers and the other organizational phenom enon is
organizational climate. Both quantitative and qualitative data were gathered.
This chapter begins with a brief review o f the organizational setting and the two
main com ponents o f the present study. The two main com ponents are hierarchical
independence and influence within the principal/superintendent relationship and
organizational climate, which are discussed in detail in chapters 1 and 2. The discussion
continues with the conclusions and implications about the results.

201
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Perceived Principal/Superintendent Relationship
As stated previously, educational institutions are nested organizations with
interwoven units. The interwoven network necessitates leadership roles within each unit.
In K-12 public educational systems, the interwoven network can be observed through
the roles o f the superintendent and the principal. The principal is the leader o f the school
while also being subordinate to the superintendent. The principal serves in a middle
management position by being both leader o f the school and agent o f the superintendent
or district office. While the main focus o f the principal's daily activities is with teachers
and students in the school, the principal also functions as a liaison for the school with
outside entities. Moser (1957) describes this dual role of principal as delicate because
superintendents and teachers expect different styles o f leadership from principals.
Another aspect o f the organizational life o f schools is the set o f m embers’
interactions and the effects o f the interactions on other members. Hart (1993) defines
these interactions as the "overt actions, covert deliberations and plans... that influence
others in a continuing cycle o f exchange and com m unication” (p. 91). Boyan (1988)
states that when a principal interacts with the superintendent, there are usually effects felt
by others in the organization, specifically teachers. Interactions are inherent to
relationships. There are aspects o f these interactions which pose certain questions.
Specifically, is the actual nature o f an interaction affecting third party observers or are
those observers' perceptions of the interactions causing the effects?
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Perceptions
The p e r c e p tio n s o f relationships which are interactions often possess more
strength than the reality of the relationships. People respond to what is perceived rather
than to the reality (Halpin and Croft, 1963). Therefore, teachers are affected by what
teachers perceive to be the relationship between the principal and superintendent rather
than to the reality o f the relationship. Hart (1993) states that "in the interaction process,
people signal a course o f behavior, interpret their own signals, and interpret the signals
of others. People then act in response to their interpretations, and the cycle repeats
its e lf (p. 95). Perceptual research, such as Kalis (1980), Kimpston and Sonnabend
(1975) use in studies on climate, are accepted in the educational adm inistration research
area (Boyan. 1988). Therefore, the first area for discussion in this chapter is those
aspects o f the principal/superintendent relationship that form the basis o f the present
study.

Hierarchical Independence and Influence
For the present study, the principal/superintendent relationship is defined through
hierarchical independence and influence which exist in the interactions o f organizational
m em bers (Blau and Scott. 1962). Leaders form a unique set o f organizational members
because o f the impact on the work environm ent o f subordinates. T eachers’ perceptions
of hierarchical independence and influence can be measured through perceptions of the
independence o f the principal from the superintendent and perceptions o f the principal's
ability to influence the superintendent for the benefit of the school.
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Hierarchical Independence
Independence from the superintendent is defined as behaviors o r actions taken by
the principal which teachers perceive as being taken without consulting the
superintendent. Hoy and Miskel (1991) state that hierarchical independence is "the
extent to which adm inistrators demonstrate their autonomy from superiors as they
interact with teachers” (p .8 1 ).
Hierarchical Influence
The ability o f the principal to persuade the superintendent in ways which benefit
the school, as perceived by the teachers, is considered to be hierarchical influence.
Examinations o f superintendents' influence on principals through the evaluative process
and superintendents’ influence on schools are studied a great deal. Few studies
undertake an exam ination o f the upward influence o f principals on superintendents.
Teachers value the principal's ability to influence the superintendent because needed and
desired resources are provided for the school. Therefore, the teachers' perceptions of
the principal and. subsequently, teachers' perceptions o f school climate are influenced
(Hoy and Miskel. 1991).

Organizational Climate
Organizational clim ate is defined in the first chapter as the term referring to
teachers' perceptions o f the general work environment o f the school. The phenomenon
is a group perception rather than an individual perception (Boyan. 1988). Boyan further
states that climate is influenced by the formal organization, informal social system of the
organization, personalities o f subordinates, and organizational leaders. Each school is
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also unique and therefore the climate is unique to each school. Climate influences the
behavior o f organization’s members (Hoy and Miskel. 1991) R o b ert (1982) and
Duckworth (1984) theorize that clim ate works indirectly toward the stated goal o f
education which is student achievement. Both Bossert (1982) and Duckworth (1984)
posit that climate is a mediating factor in the learning environm ent o f schools. Further.
Bossert (1982) and Duckworth (1984) link the role o f the principal directly to
organizational climate. Therefore, following Bossert (1982) and Duckworth’s (1984)
theoretical premise, it is important to examine the possible factors o f the principal's
worklife that might indirectly affect climate as well.

Research Questions
Direct interactions between principals and superintendents have been studied
previously, but teachers' perceptions o f the relationship have been neglected. By
examining how teachers' perceptions o f hierarchical independence and influence in the
principal/superintendent relationship and teachers' perceptions o f organizational clim ate
connect, a gap in the research is examined. Since the theoretical underpinnings o f
organizational climate tire based on Tagiuri’s Model (1969). the social system o f an
organization is the chosen viewpoint. Therefore, the research questions ask if a link
between teachers' perceptions o f the organizational clim ate o f the school and teachers'
perceptions o f the principal/superintendent relationship, as represented by hierarchical
independence and influence, exists.
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Findings
The three m ajor findings which come from the present study can he sum m arized
as follows. First, the TAI. constructed to measure hierarchical independence and
hierarchical influence, measures only hierarchical influence. Second, a relationship was
found at the high school level between teachers' perceptions of hierarchical influence and
school climate. Third, findings from the case study both support and contradict the
questionnaire results. Ancillary analyses uncovered a relationship between
characteristics o f the principal and school, on the one hand, and the teachers' perceptions
of hierarchical influence and some climate dimensions. On the other hand, no effect on
teachers' perceptions could be attributed to district characteristics. These findings form
an umbrella under which specific results will be discussed in the following sections: (a)
conclusions regarding the TAI: (b) conclusions regarding organizational climate;
(c(conclusions regarding the relationship between hierarchical influence and school
climate: (d) conclusions regarding the case study schools: and (e) conclusions regarding
the effects o f principal and school characteristics
Conclusions Regarding the TAI
The TAI is a new instrument with significant flaws. Although the TAI provides
some measure o f hierarchical influence, the results demonstrate that hierarchical
independence is not measured by this instrument. Continued research oriented toward
refining the TAI is in order. It is important to note that this is the first testing o f the TAI
and future samples may have different results than this first group. As currently
constructed, the TAI includes fairly specific examples o f principal behavior. It is possible
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that general rather than specific descriptions would provide a better measure o f teachers*
perceptions o f the principal/superintendent relationship.
Teachers may interpret the principal/superintendent relationship in terms o f a
specific incident plus what the teachers know o f both the principal and the
superintendent's personal traits (House & Baetz. 1979; Hoy & Miskel, 1991). Also
situational characteristics may play a role in understanding which traits teachers value in
a principal for a specific instance (House & Baetz. 1979). By basing the instrument
items on observable behaviors, teachers may feel bound by specific incidents rather than
by "gut" reaction about the relationship.
H art's (1993) view supports this premise when she states that people make
interpretations about people based on what is perceived to be occurring in an interaction
and then responding with their own behavior accordingly. The possible responses
include teachers making decisions about the relationship between the two people
observed in an interaction. This involves two parts; first, teachers have perceptions
about the traits o f each person in the interaction and second, teachers form perceptions
about the relationship which will include the teachers' perceptions o f the traits o f both
persons.
This would include observable behaviors such as items on the TAI. For instance,
item 11 which states, “When teachers ask the principal to request extra resources for our
school, like new computers, the principal is able to get those resources from the
superintendent." If the computers arrive at the school and the teachers know the
principal was trying to get computers by influencing the superintendent, the teachers will
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assume that the principal was successful in influencing behaviors. Hierarchical influence,
as presented in the TAI, is a resource gathering activity for the m ost part. Resources are
seen in a variety o f ways by teachers, including funding levels, curriculum approaches,
and influencing the hiring o f new teachers.
The second area o f hierarchical influence measured appears to deal with parental
relations. The willingness o f the superintendent to trust and support the principal when
dealing with parental com plaints appears to be important to teachers as well. Most
importantly for the present study, hierarchical influence by the principal appears to be a
com bination o f winning the superintendent's trust and gaining resources for the benefit
o f the school as measured by the TAI.
Elementary and high school teachers differ slightly in their responses to items on
the TAI. yet the results o f the study indicate that the TAI can serve both school
configurations. The differing natures o f the environment at these two organizational
levels may account for the variations in teachers' perceptions. Elementary schools tend
to be smaller, allowing closer relationships between teachers and the principal to
develop. High schools are larger and usually departmentalized, thus high school teachers
do not necessarily see the principal on a regular basis or in the sam e way that elementary
teachers do (Boyan. 1988).
Koff. Laffey. Olson, and C ichon's (1979-80) exam ination o f principal stress
levels indicate that there is an intensity to the principal/teacher relationship at the
elementary level that is missing at the high school level. Elementary teachers and

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

209
principals tend to have more personal relationships than do high school teachers and
principals.
Another exam ple o f the differences can be found in Glatthom and N ew berg's
(1982) findings which indicate that secondary principals are m ore concerned with
discipline, facilities, office responsibilities and faculty relations than elementary
principals. There also appears to be greater goal consensus am ong teachers at the
elementary school than the high school (Firestone & Herriott. 1984). High school
teachers appear to have greater influence in classroom management than elementary
teachers, according to Firestone and Herriott (1984). These studies point to differences
which exists between the tw o organizational levels that may impact organizational
elements such as teachers' perceptions. Findings from the TAI indicate that high school
teachers perceive principals as displaying more positive indications of influence than do
the elementary teacher.
The size o f high school hinders most teachers from forming personal ties to the
principal (Hoy & Miskel. 1991: House & Baetz. 1979). High schools are usually larger
and more diverse in their organization and that creates a situation in which teachers form
perceptions based on formal knowledge of the principal/superintendent relationship
rather than personal observation or repons directly from the principal. In this situation,
high school teachers' perceptions may not be as biased as elementary teachers who may
have personal ties with the principal that 'color* perceptions.
For exam ple, a principal has a negative encounter with the superintendent and
relays this information to one o r more teachers. W ithin a few day. the principal asks for
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and is denied some desired resources. Elementary teachers might connect the tw o events
and react by assuming that the principal is not able to influence the superintendent. High
school teachers might not know o f either event. At some further point when a desired
resource is granted the school, the high school teachers base their perceptions o f the
principal/superintendent relationship on that event only in contrast to the elem entary
teachers.
Conclusions Regarding Organizational Climate
As mentioned in previous chapters. OCDQ dimensions are positive and negative.
For example, there are both supportive (positive) and restrictive (negative) dim ensions
within the principal behavior component. Different types o f principals are needed for
different situations. In some cases a principal who is restrictive in behavior may control
situations that are seen as potentially disruptive by teachers. For example, if the majority
of teachers perceive a small teacher clique to be aggressive in the pursuit o f certain
curriculum trends and the principal asserts an authoritative stance which denies the small
clique their goal, the majority of teachers may view the principal's behavior as restrictive
and positive at the same time. This type o f situation points out the need to exam ine the
dimensions together rather than in isolation.
The teacher component is comprised o f the collegial, intimate, and disengaged
dimensions for elementary schools. In the same vein as principal dimensions, the
combination o f dimensions is the best manner o f interpreting the findings. It is possible
that teachers with professional dem eanor and little interest in forming personal
friendships with other teachers may provide a positive environment for learning and not
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be intimate with each other (Hoy & Misled, 1991). This is an engaged clim ate (Hoy.
Tarter. & Kottkamp. 1991).
In the present study, when teachers perceive the climate o f the school to be open
or engaged, the teachers rate the principal high in supportive behavior, low in restrictive
behavior, and somewhere in between in directive behavior. In the same fashion, the
teacher dimensions are high in collegial, varied in intimate behaviors, and low in
disengaged behaviors. These results offer a snapshot o f the teachers’ perceptions o f the
schools as a single unit and should not be construed to be the one and only climate
indicator for the school. Overall, teachers in the sample schools appear to have average
to positive climate perceptions o f their schools.
Very few schools (Elementary-School 4 and High School-School 2 and 7) were
rated below average on the OCDQ. The outliers could prove useful in understanding the
factors which play a role in shaping the teachers’ perceptions o f climate in their schools.
As stated in chapter 2. Purkey and Smith (1983) contend that typical and outlier schools
make better comparisons than an outlier from each end of the spectrum. Teddlie and
Stringfield (1993) state that the typical school adds depth to the results. Teddlie and
Stringfield (1993) find that because there is less variation between a typical and outlier
school, greater delineation of the basic reasons for differences is possible.
Conclusions Regarding the Relationship Between Hierarchical Influence_and School
O .imatc
For the elementary schools in the present study, no relationship was found
between teachers' perceptions o f hierarchical influence and teachers' perceptions of
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clim ate. Limitations exists in interpretations o f these results because the TAl is a flawed
instrument in need o f m ajor refinement. These results indicate that the relationship
between teachers' perceptions o f the phenomena does not hold at the elementary level
but these findings are contradicted by the case study findings that are discussed in the
next section.
A relationship between hierarchical influence and climate, as perceived by
teachers, is established for the high schools in the present study. The relationship
between hierarchical influence and climate is strongest with the supportive and directive
aspects o f the principal's behavior for high school teachers. There is also a negative
relationship with the frustrated and intimacy dimensions am ong high school teachers.
These results support research by Hoy. Tarter, and W itkoskie (1992) that examine
school effectiveness and find that the principal is linked with climate. Also Hart (1993)
finds that the interrelationships o f organizational members, especially leaders, affect
climate.
Barry and Bateman (1992). House and Baetz (1979). and Marsden and Laumann
(1977) find that teachers are impacted in job satisfaction, clim ate, and other
organizational factors when the principal is perceived to be upwardly influential.
Teachers value those aspects o f the principal's behavior which prove beneficial to the
school, these principal behaviors would appear to be supportive o f teachers. When the
principal influences the superintendent to obtain new equipm ent o r supplies for the
school, teachers perceive this action to be the result o f upward influence and supportive
behavior.
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The relationship between hierarchical influence and the directive principal
behavior is not so easy to explain. The directive dimension refers to principal behavior
that is rigid and dom ineering. The highly directive principal closely supervises teachers
and school activities. This positive relationship with hierarchical influence indicates that
a principal whom teachers perceive as domineering is also perceived as being influential
with the superintendent. As stated previously. House and Baetz (1979) point out that
teachers value different traits in principals depending on the situation. A high school
principal who dom inates may be perceived as strong and forceful and teachers may
perceive these traits as necessary for influencing the superintendent for that type o f
principal. A strong directive principal may be seen by teachers as being influential with
the superintendent in a domineering style. This would indicate more than one way for a
principal to be upwardly influential.
As to the m oderately negative relationship between hierarchical influence and the
frustrated dim ension, some conclusions may be drawn. Frustration deals with a general
pattern of interference with a teacher from the principal and other teachers. Routine
duties, paperwork and nonteaching duties are considered excessive by teachers (Hoy &
Miskel. 1991). Teachers' levels of frustration often deal with administrative controls on
the teachers work life (Hoy. Tarter, & Kottkamp. 1991). If the principal displays
positive results from a relationship with the superintendent, such as gaining help with
nonteaching duties, the teachers' level o f frustration may be mitigated. Therefore, the
moderately negative relationship between hierarchical influence and the frustrated
dimension is appropriate.
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While the positive relationship with the principal behaviors could be expected,
the negative relationship with intimacy is interesting and deserves further study. Several
questions can be posed based on the moderately strong negative relationship between
teacher intimacy and hierarchical influence. As stated in chapter 2, intimacy is the
forming o f close personal relationships among teachers, both inside and outside the
school (Hoy. Tarter. & Kottkamp, 1991). One intimacy item on the OCDQ is
'T each ers' closest friends are other faculty members at this school."
Perhaps there are some situations created am ong teachers who find the principal
influential which deters those same teachers from developing close, personal ties among
themselves. Do teachers lack a need to form strong personal connections among
themselves when pleased with the principal's performance in upward influence? Are
there other aspects o f the principal's role which interact with high levels o f hierarchical
influence that preclude strong intimate relationships among teachers?
Hoy and Miskel (1991) offer one possible explanation, stating that some informal
structures in organizations are consequences o f the formal relationships within the
organization. Informal structures assume increased importance when problems are not
handled by the formal structure. If the formal communication channels give satisfactory'
responses to teachers' needs, then informal system s are not needed to obtain satisfactory
responses (Hoy & Miskel. 1991). In the present study, if the principal provides needed
resources for the benefit of the school, teachers do not necessarily need to rely on each
other in ways which might forge strong intimate relationships. This explanation coupled
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with the following one offers some insight into a possible teacher mindset that may exist
when a principal is influential with the superintendent.
Finley (1984) also offers a possible explanation for the negative relationship by
stating that teachers use their autonomy to provide a buffer against colleagues and the
administration in some instances. Finley (1984) finds that when teachers perceive
themselves to be in competition with each other, the teachers rely on personal
independence more than relationships with each other. It is difficult to form close,
personal friendships with a competitor. One example o f this type o f situation might be
teachers com peting for new resources such as computers. The principal influences the
superintendent to provide the com puters and then competition for com puter use
develops among the school's teachers.
These are only two possible explanations for the inverse relationship between
hierarchical influence and teacher intimacy. This aspect o f the phenomenon would be a
most indirect relationship and points to the need for further qualitative analysis at the
high school level to determine which factors play a role in linking these relationships.
Conclusions From the Case Study Schools
The schools for the case studies were chosen based on hierarchical influence and
clim ate results. One school had average results and the other school had excellent
results. Both schools are in the same district which allowed comparison o f
principal/superintendent relationship in a new way since the same superintendent formed
the relationship with each principal and controlled some district differences (i.e..
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financial, size, some population differences). This qualitative approach also allows for
possible confirmation o f quantitative results
The case study offers some contradictions to the quantitative findings. Both
schools in the case study are elementary schools. Following the quantitative results, it
would be expected that no connection would be found between teachers' perceptions of
hierarchical influence and organizational climate at the elementary level, yet that was not
the case.
The typical or average school (TES) offers an environm ent where teachers and
principal appear to be satisfied, perhaps even happy, with the workplace. Discipline of
students appears to be the top priority along with personal relationships am ong teachers
and the principal. Children are not mentioned by those teachers interviewed except in
terms o f discipline. Parents are very active at TES and appear to support the emphasis
on discipline. Each parent interviewed stated that discipline is the most important aspect
o f the school and the parents approve o f the principal's position that no child is allowed
to disrupt a classroom. It would appear that there is consensus am ong the adults at TES
as to the priorities of the school.
The TES principal's relationship with the superintendent is perceived as
professional, if somewhat distant, by TES teachers. As to hierarchical independence and
influence. TES teachers do not indicate that the principal offers any unique or extra
influence with the superintendent. The teachers do indicate that the TES principal runs
the school in a highly independent manner.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

217

Obviously. TES teachers base their overall perception o f the principal on issues
not reflected in the T A J for independence. The strong consensus between teachers and
principal may account for the teachers' perceptions o f independence. The teachers are
pleased with their environm ent. As stated by Blau and Scott (1962), when subordinates
like, accept and respect their superior, the subordinates are loyal to that superior. O ne
aspect of loyalty is for subordinates to view the superior in a positive light. Teachers
value independence as a positive trait in themselves and since the TES teachers like and
respect the principal, the teachers perceive the TES principal to have positive traits,
including independence
Teachers in the excellent school (HES) appear to perceive a relationship between
the principal's hierarchical independence and influence and the climate o f the school.
The excellent school (HES) offers a discernible difference from the typical school.
Teachers stressed the children in interviews and even when asked about the principal’s
relationship with the superintendent. The teachers also stressed actions by the principal
which brought resources to the school as an indication o f hierarchical influence. The
HES teachers perceive a personal relationship between their principal and the
superintendent which allows for greater influence. This finding agree with the literature
that states that influence is part of the social structure o f an organization. It is found
most often in the informal, personal relationships in organizations (Crowson & M orris.
1984; Peterson. 1980. 1984; Tagiuri, 1961).
The teachers believe that the principal has a professional but unique relationship
with the superintendent founded on the previous personal contact. Teachers were quite
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aware o f the principals' ability to influence the superintendent, noting that the principal is
able to "convince” the superintendent to provide the school with resources. This
situation did not occur at TES.
The HES principal also encouraged teachers to try new instructional techniques.
The kindergarten teacher attended a workshop and brought back a new approach to
teaching which the principal allowed to replace a district approved curriculum. The HES
teachers view this and other similar acts as ones o f hierarchical independence. The HES
teachers also perceive these acts o f independence to exist because o f the principal's
unique relationship with the superintendent.
The climate o f the school is positive, with teachers and principal stressing two
priorities. First, the HES teachers indicate a need to attend to the children's problems,
both academic and social, since many children com e from highly mobile families and lack
stability in the home. The second priority is the professional growth o f the teachers.
The principal actively encourages all teachers to further their education, either through
university classes or workshops and conferences. The teachers appear to respond
positively to this encouragement. Teachers also display pride in the academic
achievement o f the children and pride in new or different teaching methods that are being
initiated at HES.
TES and HES differ in a variety o f ways. TES is a small town school while HES
is an isolated rural school. The children differ because TES children have m ore stable
home environments and HES children have more mobility in their family life. The two
major differences how ever are the foci o f the teachers and the principals.
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The two principals differ dramatically. TES principal em phasizes discipline
above all else. The TES principal's approach appears to be autocratic about discipline
and the TES principal further em phasizes the friendly relationships o f the teachers. The
TES principal does not encourage the teachers in professional growth, stating that it is a
personal decision and the teachers are too busy during the year to attem pt those types of
activities.

While TES teachers stated that the principal was independent and handled

discipline as tne teachers would, supportiveness was not an issue that could be seen.
The HES principal offers a different type o f attitude because the HES principal
shares decision making with her teachers. The children are the HES principal's number
one priority. The HES principal encourages and supports, both financially and
em otionally, the professional growth o f the teachers. The HES principal stated the
teachers and the children both benefit because the teachers lean new m ethods o f teaching
which are brought to the classroom.
Interestingly, intimacy was described as being important and high by the TES
teachers. Many teachers had close personal friendships (i.e. the weekly Keno game)
among their colleagues. This intimacy did not translate into positive results for the
children, only for the teachers. This finding offers some intriguing possibilities when
coupled with the quantitative findings about the intimacy and hierarchical influence
relationship for the high school level which could be extrapolated to include elementary
teachers. Could it be that when intimacy is high, the focus of the teachers is internal to
the teacher group and the principal and students are pushed into the background o f the
teachers' minds?
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The high scoring school. HES. is child centered and possesses a positive learning
environm ent for children and teachers alike. While HES children appear to require more
attention for the social problems in their lives, this fact does not appear to overwhelm the
teachers. Rather, a "can do" feeling was described by the teachers. The principal's role
in this positive feeling is considered to be major by the HES teachers. The teachers
repeatedly stated that the principal ability to influence the superintendent and bring
resources into the school was responsible for the school's good perform ance and caring
attitude for children and teachers alike.
The HES teachers also pointed out that the principal was able to act
independently of the superintendent by allowing new curriculum and instructional
methods to be tried by HES teachers. This principal attitude built enthusiasm among the
HES teachers. The HES teachers' views on these issues link the principal's hierarchical
independence and influence to the school climate.
The HES teachers also appear to desire change and im provem ent in knowledge
and skills for the improvement o f the classroom environment, an attitude that Teddlie
and Stringfield (1993) find in their research. HES priorities agree with findings about by
Teddlie and Stringfield (1993). who state that “ principals in more effective schools
mentioned children more frequently than their counterparts in less effective schools did"
(p. 166). Also. Teddlie and Stringfield (1993) note that teachers in effective schools are
curious about research, as a potential help for their work, this also concurs with HES
teachers' attitudes about the present research. This conjunction with another research
arena that examines how school functions offers further assurance that the principal's
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role and the elem ents such as relationships with superiors are important com ponents for
research interests.
Finally, specifically related to teachers* percepuons o f the principal/
superintendent relationship, the case study schools offer a different view than the
quantitative findings. To review. TES teachers perceive very little about the
principal/superintendent relationship, possibly because it is formal only and not very
active. The TES principal/superintendent relationship has no personal com ponent, rather
the principal deals with the superintendent as a school representative only. The TES
principal and superintendent meet at formal principal meetings, school board meetings,
and any issues which is specific to TES school only. There are no personal or casual
conversations. In contrast, the HES teachers indicated that the HES principal is
independent and influential with the superintendent. This ability of the principal is
considered to be a vital part o f HES as a school. The HES teachers believe this ability
exists because o f the HES principal’s unique personal and professional relationship with
the superintendent.
Effects o f the Principal and School Characteristic
Because schools are complex, multifaceted organizations, characteristics such as
district size. SES o f the school, principal gender and years o f service were exam ined to
determine w hether these attributes play a role in how teachers perceive hierarchical
influence or climate. District size did not have an effect in the present study, however,
principal's gender and years of service did have an effect on teachers' perceptions o f
hierarchical influence. Females principals with 3 to 5 year service and 10 plus years o f
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service were perceived as being more influential with the superintendent than male
principals. Male principals were perceived as being more influential in the 6 to 10 years
o f service category.
Thus, newness and longevity appear to favor females and median years o f service
to favor males. W hy this curvilinear relationship? Socialization literature offers some
insights into possible reasons for this difference. Men and women tend to socialize in
different ways to the position of principal and the time involved differs for men and
women as well (Hennig & Jardim, 1977: Riger & Galligan, 1981). Marshall (1979) finds
that women require more than just socialization to the new position o f principal. W omen
must redefine who they are as they change from teacher to administrator (M arshall,
1979). W om en tend to value the friendships and connections established as teachers and
find it difficult to change to a leadership role rather than a colleague role. M oving from
colleague to superior poses internal mental process changes for women which do not
exist for men (M arshall, 1979).
Also Taylor (1977) finds that attitudes toward women in adm inistrative positions
are different than those toward men. There is a pervasive bias for men over women as
principals, including in the attitudes o f teachers (Fishel & Pottker, 1975). In the present
study, when women first become principals there is some residual effect o f friendships
and style from their days as teachers which may influence teachers' perceptions o f the
principal's abilities. As time passes, the bias in favor of men takes over and the men are
perceived as being more influential. More time passes and some of the bias may be
counterbalanced by the female principal's performance. If teachers are perceiving men

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

and women differently in the principal role and then socialization differences are added to
the m ix. the differences apparent in the study are understandable.
In a similar examination o f climate, significant differences based on principal's
years o f service and school SES levels exist for principal supportiveness. Significant
differences also exist based on school SES for intimacy among teachers. Years o f
service, as stated above, play a role in the socialization process o f principals and as
Bossert (1982) and Duckworth (1984) state, principals have direct and indirect effects
on clim ate, time in the position being one. Socialization is a significant part o f adapting
to a new role such as principal. This process involves a person becoming aware o f the
formal and informal rules and procedures o f the new position. In the present study,
teachers' perceptions of principal supportiveness may have been influenced by how long
the principals held office. Since all principals in the present study held office at least
three years, this finding may offer an extended socialization process for principals.
As with other studies. SES o f the school also plays a role in shaping school
clim ate. Brookover. Schweitzer. Schneider. Beady, R ood, and W isenbaker (1978) find
that SES and climate move together in their study o f student achievement variations.
Therefore, differences in principal supportiveness and teacher intimacy based on SES
would not be unexpected in the present study. Indications from the Brookover et al.
(1978) would be that the higher the SES level o f the school, the better the climate will
be. This holds true in the present study.
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S um m ary
Conclusions
Conclusions from the present study are divided into three main areas. First, the
TAI needs to be improved. Second, high school teachers’ perceptions o f the
principal/superintendent relationship are linked with the teachers' perceptions o f the
clim ate o f schools. Third, the case study results indicate that hierarchical independence
as well as influence are discernible by some elementary teachers. HES offers a distinct
picture o f how' climate plays a role along with hierarchical independence and influence in
the life o f a school.
The first conclusion is that while the TAI provides an adequate measure of the
teachers’ perceptions o f hierarchical influence only (as defined in this study), there is
room for major improvement. Also, hierarchical independence is not measured by the
TAI and needs further research and analysis. Possibly the TAI items represent only
observable behaviors on the part o f the principal, rather than asking teachers to examine
feelings about the relationship and a "don't know” choice is one possible answer on the
TAI. In perceptual research, this may give teachers a neutral answer, based on
knowledge, rather than perception. In this situation perceptual information may not be
captured.
A complete review o f the item selection process, item pool, and more analysis is
needed to find the proper measure for hierarchical independence and a better measure for
hierarchical influence. Some items on the TAI may be weak or poorly stated, thereby
diluting the stronger items, or the TAI may be a weak measure o f hierarchical influence
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in general. Another factor at play maybe the present study sample which may be a poor
representation o f elem entary schools. Since the choices available were limited by the
lack o f interest, there may have been some communality among those schools agreeing
to participate. Efforts must be made to construct an instrum ent that offers the best
measurement o f teachers' perceptions o f hierarchical independence and influence.
Specific to influence, an examination should take place o f whether teachers understand
items offering concrete evidence o f influence, such as gaining extra computers for the
school, better than more nebulous items such as 'the principal and superintendent have a
good working relationship'.
The OCDQ m easures climate as an aspect o f principal behavior and teacher
behavior. The link with teachers' perceptions o f hierarchical influence and climate
appears to hold for the high school teachers in the present study. The strength o f this
link is moderate at best. Generalizability is not appropriate due to the small sample size.
Yet. the results offer the possibility of another tool in understanding how schools
function and which factors may play a role in that function.
High school teachers appear to perceive a positive hierarchical influence
relationship between principal and superintendent as linked to supportive behavior on the
part of the principal. Supportive behavior because the principal is obtaining resources
for the benefit o f the school. When teachers believe that the principal is giving needed or
desired resources to teachers, the teachers view this behavior as being supportive. This
supportive behavior is one o f the positive dimensions o f the OCDQ.
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Also the negative relationship between hierarchical influence and the frustrated
dimension o f the OCDQ is important. It confirms research hv Barn' and Bateman
(1992) and House and Baetz (1979) that teachers are usually satisfied with the
workplace when the principal exhibits behaviors which decrease the level o f frustration in
the school. One o f the ways that principals can decrease frustration levels is by
providing needed or desired resources. This also im proves the working conditions o f the
school and hence, the climate o f the school. The m oderately negative relationship with
intimacy offers some intriguing possibilities for further research about issues which m ay
impede the establishment o f personal relationships am ong teachers such as com petition
for desired resources. Also intriguing is the idea that the focus o f teachers, their vision
of the workplace and their place in it. may play a role in the level of intimacy am ong
teachers.
The last conclusion deals with the case study results. The qualitative results
indicate that a link exists between hierarchical independence and influence and
organizational climate for some elementary teachers but the TAI does not measure this
potential link with independence. HES is a school with an open climate and teacher
awareness o f both the principal's hierarchical independence and influence which the HES
teachers link directly with the climate o f their school. Obviously, some elementary
teachers can perceive these constructs and do make connections between the two. The
TAI is not capturing these perceptions.
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Recommendations
T hree m ajor recommendations are posed based on the present research. First,
further study o f hierarchical independence and influence, including a more stable
instrument to measure the two constructs is needed. Further refinements and additions
to the TAI m ay provide that better instrument. Also the qualitative results offer an
opportunity to develop new items since the narration can establish themes. G reater input
from teachers as to what independence and influence mean will also assist in developing
new items or refining existing items.
The second recommendation is that "within school” climate studies need to be
conducted to capture group differences within an organization. The variety o f results on
both the TAI and OCDQ indicate that more than one total school group perception about
hierarchical influence and climate exists within schools. This aspect is not addressed in
the present study but a cursory examination o f data indicates that, for the m ost part, the
lower the scores on the TAI and OCDQ. the greater the variety o f results am ong the
teachers. This may indicate that one o f the issues that plays a role in teachers'
perceptions o f organizational phenomenon is the level o f consensus developed among
teachers in a school.
A nother recommendation is that there is a need to make principals more aware o f
the traits and abilities that teachers value in principals. When a principal understands that
hierarchical influence, and possibly independence, are linked through teachers'
perceptions to school climate, the principal gains a tool in maintaining or improving the
school through those two organizational elements. Principal preparation programs need
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to address these issues as part o f their curriculum for potential and new principals.
Socialization to the principalship should include the importance o f the
principal/superintendent relationship as it potentially affects the school. If new
principals are not aware o f the potential impact a poor working relationship with the
superintendent can have on their school and their job. the principals lack necessary
information to perform well in their new position.
The findings of the present research also provide information for existing
principals about the need to improve their relationships with superintendents as far as
influencing behaviors and acts o f independence, since both contribute to teachers'
perceptions o f school climate which has been found to be a m ediating factor in student
achievem ent, the ultimate goal of schools (Bossert, 1982; Duckworth. 1984). This
information should be presented to existing principal associations, w orkshops, and
conferences.
Continued research in the area o f social systems of organizations, specifically
schools, has been recommended for years for years by Boyan (1988). The relationships
of organizational leaders affect many aspects o f organizational life, including the ultimate
goals o f the organization. Restructuring o f schools is focusing the role o f principal as a
resource facilitator. The teachers' perceptions o f the ability o f the principal to function
effectively with outside agents, including the superintendent, has a link with teachers'
perceptions o f the school climate. Examining how teachers perceive leader relationships
and how those perceptions may impact schools offer a rich area o f research for the social
scientist and educator.
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T eacher A ttitu de In ven tory
Tnc following .statements examine your perceptions inoi firsthand knowledge) of die relationship between
your principal and the .superintendent of your district. The responses range from strongly disagree to
strongly agree, ("no opinion” should only be used when you have no viewpoint about that aspect of the
relationship).

Please circle the letters which most closely corresponds with your perceptions ahout each statement.
Statements:

Strongly
Disagree

Disagree Agree

Strongly
Agree

So
Opinion

SA

NO

1. W hen teachers in o u r school push lo r curriculum changes,
principal m u st get th e ap p ro v al o f the superintendent hcfoic
agreeing to these ch an g es.

SD

D

A

2. If the principal thinks it's h e lle r fo r o u r school, he/she
will m odify som e d istn c t policies without consulting
the superintendent.

SD

D

A

SA

NO

V Ihc superintendent tran sfers teachers into and ou t of
o u r school without c o n su ltin g th e principal.

SD

D

A

SA

NO

4. W hen it com es lo h irin g teach ers at o u r school,
the principal usually gets w hom he/she w ants.

SD

D

A

SA

NO

5. Ihc pn n cip al determ ines how som e funds arc spent
at o u r school w ithout c o n su ltin g the superintendent;
for exam ple, funds raised by the school for staff
d evelopm ent o r supplies.

SD

D

A

SA

NO

f>. W hen parents, w ho h ave d ifficulty w ith a teacher in
our school, go o v e r th e p rincipal's head lo the
superintendent, the su p erin ten d en t usually intervenes
and tells th e pn n cip al w hat lo do.

SD

D

A

SA

NO

7 Ihc principal m ust h av e the su p en n te n d e n fs perm ission
before trying to raise m oney from businesses in the
com m unity.

SD

D

A

SA

N f)

X. Teachers can get needed resources, such as overhead
p ro |ccto r an d m aterials, because the pn n cip al has a
good w orking re latio n sh ip w ith the supcnntcndcnl.

SD

D

A

SA

NO

d. Ihc p n n c ip a l's ex p lan atio n s ab o u t parental concerns arc
disregarded by the su p cn n tc n d c n l w hen m aking decisions.

SD

D

A

SA

NO

10. W hen teachers in o u r school w an t perm ission to try new
insm iclional te ch n iq u es, the principal is able to convince
the su p cn n tcn d cn l to allo w it.

SD

D

A

SA

NO

11. W hen teachers ask th e p rin cip al lo icqucsi extra resources
for o u r school, like new co m p u ters, the principal is able
lo get those resources from the supcnntendcnl.

SD

D

A

SA

NO

12. Ihc pn n cip al ts able to p ersu ad e the superintendent lo
support new p ro g ram s fo r o ur school.

SD

D

A

SA

NO

13. Ih c principal does n o t seem ab le lo influence the
su p cn n tcn d cn l in h m n g teach ers for o u r school.

SD

D

A

SA

NO

14. The superintendent seld o m supports the p n n cip afs
requests o r additional funding for o u r school.

SD

D

A

SA

NO
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Organizational Climate Description Qucstinnnairc-RE
D irections: Ih c follow ing arc statem ents ab o u t your school. Please indicate the extent to w hich each statem ent ch arac te riz e s y o u r
school by circling the a p p ro p n a tc response.

Statem ent

R ardy
O ccurs

Sometimes
O ccurs

Often
O ccurs

Very frequently
O ccurs

I. The teachers acco m p lish th eir w ork w ith
vim , vigor, a n d pleasure.

RO

SO

(X)

VI

2. T eachers' closest frien d s a rc oth er faculty
m em bers at th is school.

RO

SO

CX)

VI'

3. I-'acuhy m eetings are useless.

RO

SO

oo

VI

4. The principal goes o u t o f th e w ay
to h elp teachers.

RO

SO

CX)

ST

5. The p n n cip al m les w ith an iron fist.

RO

SO

CX)

VI

ft. Teachers leave school im m ediately a lte r
school is over.

RO

SO

CX)

ST

7. T eachers invite faculty m em b ers to v isit
them at hom e.

RO

SO

CX)

ST

K There is a m inority g n iu p o f teachers
w ho alw ays o p p o se the m ajority.

RO

SO

CX)

VI

*). The principal uses c o n stru ctiv e criticism .

RO

SO

oo

ST

10 T he pnncipal checks th e sign-in sheet
every m orning.

RO

SO

oo

ST

11. R outine duties interfere w ith teaching.

RO

so

oo

ST

12. M ost o f the teachers h ere accept the
laulls o f th eir colleagues.

RO

so

oo

VI

13. T each ers know the fam ily background
of other faculty m em bers.

RO

so

oo

ST

14. T each ers e v en g ro u p p ressu re on
non-co n lo rm in g faculty m em bers.

RO

so

oo

VI

15. T he pnncipal explains th e reasons
for criticism to teachers.

RO

so

oo

ST

16. T he pn n cip al listens to and accepts
teachers suggestions.

RO

so

CX)

ST

17. T he p n n cip al schedules w ork for teachers.

RO

so

oo

ST

IX. T eachers have too m any co m m ittee m eetings.

RO

so

CX)

VI-

Id. T each ers h elp and su p p o rt each other.

RO

so

CX)

ST

20. T eachers have lun socializing to g eth er
during school lim e.

RO

so

CX)

ST
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Organizational Clim ate Description Qucstionnairc*RK
D irections: l l i c follow ing arc statem ents about vour school. P le a se indicate the extent to w hich each statem ent c h a ra c tc n /e s your
school b v circiini! the ap p ru p n atc response.

R ardy

Sometimes

Often

Very frequently

Occurs

Occurs

Occurs

Occurs

RO

SO

OO

vr

22- The p rin cip al Uniks out for the personal
w elfare o f teachers.

RO

SO

OO

VI-

23. Ih c p n n c ip a l treats teachers as equals.

RO

SO

OO

VI-

24. Ih c p n n c ip a l corrects teach ers'm istak es

RO

SO

CX)

VI-

25. A dm in istrativ e paperw ork is burdensom e
at this school.

RO

SO

OO

VI-'

26. T eachers a rc p roud o f their school.

RO

so

tx)

vr

27. T each ers h av e parties lo r each other.

RO

so

oo

Vl-

2X.

Ih c p n n c ip a l

com plim ents teachers.

RO

so

OO

VI-

29.

Ih e p rin cip al

is easy to understand.

RO

so

oo

vi-

30.

Ih c p n n c ip a l
closely checks classroom
(teach er) activities.

RO

so

oo

vi-

3 1. C lu n eal su p p o rt reduces teachers paperw ork.

RO

so

(X)

vi-

32. N ew te a ch e rs arc readily accepted by colleagues.

RO

so

ix)

vi-

33. T each ers socialize w ith each o th er on a
reg u lar basis.

RO

so

oo

vi-

34.

Ih e p rin cip al

supervises teachers closely.

RO

so

oo

VI-

35.

Ih c p n n c ip a l

checks lesson plans

RO

SO

OO

VI-

36. T each ers a rc b u rdened with busy work.

RO

SO

oo

vi-

37. T each ers socialize together in sm all.
select groups.

RO

so

oo

vi-

3X. T each ers p ro v id e strong social support
for colleagues.

RO

so

OO

VI-

39. Ih c p rin cip al is au tocratic.

RO

SO

OO

VI-

40. Teachers respect the professional com petence
o f th e ir colleagues.

RO

SO

CX)

vi-

41.

Ih e p rin cip al

RO

so

OO

VI-

42.

Ih c p rin cip al
goes out o f the w ay to show
a p p reciatio n to teachers.

RO

SO

fX )

VI-

Statem ent

21.

Teachers ram b le w hen they talk at faculty
m eetings.

m onitors every thing teachers do.
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Organization Climate Description Qucstionnaire-RS
D irections: T h e follow ing arc statem ents about your school. Please indicate the eatent to w hich each statem ent c h ara c tc n /c s your
school hv circlinit the ap p m p n alc response.

Statem ent

Rarely
O ccurs

1. Ih c m an n erism s o f teachers at this school R O
arc annoying

Sometimes
Occurs

Often
O ccurs

Very Frequently
Occurs

SO

OO

VI-'

2. T eachers have too m any com m ittee
requirem ents
V T eachers spend tim e after schosil with
student w ho have individual
pm b lem s

RO

SO

oo

VI

RO

SO

oo

VT

4. T eachers arc p roud o f their school.

RO

SO

oo

VI-

5. Ih c p n n c ip a l sets an exam ple by
w orking hard him self/herself.

RO

SO

oo

VI-

f>. Ih c principal com plim ents teachers.

RO

SO

CXI

VI-

7. T eacher-principal conferences arc
dom inated he the principal.

RO

SO

fX )

VI-

X. R outine duties interfere with the job
o f teaching.

RO

SO

(X)

VI-

*). T each ers internipl other faculty
m em b ers w ho arc talking in
faculty m eetings.

RO

SO

CX)

VT

10. Student governm ent has an influence
on school policy.

RO

SO

(X )

VI-

11. T eachers arc friendly with students.

RO

SO

(X )

VI-

12. Ih c p n n cip al rales with an iron fist.

RO

SO

CX)

VI-

14. Ih c p n n cip al m onitors everything
teachers do.
14. Teachers' closest friends arc other
faculty m em bers at this school.

RO

SO

(X )

VI-

RO

so

CX)

VI;

15. A dm inistrative p ap er work is
b urd en so m e at this school..

RO

so

CX)

VI-

lb . Teachers h e lp and support each other

RO

so

CX)

VI-

17. Pupils solve th eir problem s through
logical reasoning.

RO

so

oo

VI-

1X. Ih e principal closely checks teacher
activities.

RO

so

oo

VI-

1*7 Ih c p n n cip al is autocratic.

RO

so

oo

VI-

20. Ih c m orale ol teachers is high

RO

so

oo

VI-
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Organization Climate Description Questionnairc-RS
D irections: I h c follow ing arc statem en ts about yo u r school. Please indicate the e x tent lo w hich each statem ent characterizes y o u r
school hv circling the app ro p riate response.

Statement

21. T eachers know the fam ily h a ck g m u n d
o f o th er faculty m em b ers.

Rarely

Sometimes

Often

Very Frequently

O ccurs

O ccurs

O ccurs

O ccurs

RO

SO

OO

V t;

22. A ssigned non-teaching Ju lie s arc
excessive.

RO

SO

OO

VI*

23. T h e p n n cip al goes o u t ol h is/h e r w ay
to h elp teachers.

RO

SO

OO

Vf;

24. Ih c p n n cip al ex p lain s h is/h er reason
for criticism to teachers.

RO

SO

CX)

VI*

25. Ih c principal is available a fte r school
to h elp teachers w hen assistance
is needed.

RO

SO

CX)

VT

26. Teachers m vitc o th e r faculty m em b ers
to v isit them at hom e.

RO

SO

OO

VI**

27. Teachers socialize w ith each o th e r on a
regular basis.

RO

SO

OO

VT;

2K. Teachers really e n |o y w o rk in g here.

RO

SO

OO

V l;

29. Ih e p nncipal uses co n stru ctiv e criticism

RO

SO

CX)

V l;

30. Ih c principal looks out fo r the personal
w elfare o f the faculty.

RO

SO

CX)

VT

31. Ih e principal supervises teach ers closely.

RO

SO

CX)

VT

32. I h e p nncipal talks m o re th an listens.

RO

SO

OO

VT

Vi. Pupils arc trusted to w ork to g e th e r
w ithout supervision.

RO

SO

OO

VT

SO

OO

VT

34.

Teachers respect the p erso n al
com petence o f th eir colleagues.

RO
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Demographic Survey
Please a n sw e r the follow ing questions by checking the appropnatc s p a c e These questions will help c om plete the study.

1. 1low m any y e ars has the present Supcnntcndcnl held th e position >
__ 2-3 years

___4-5 years

__ 6 -7 years

___S o r m o re y ears

2. W hat is the g e n d er o f the Supcnntcndcnl?
__ Vfalc

___Hemale

3. W hat is the age range o f the Supcnntcndcnl?
__ 30 years old o r y o u n g er

___31-40 years old

__ 41-50 years old

51 years old o r o ld e r

4. W hai is the ethnicity o f the S u p c n n tc n d c n l'
__ At n can A m en can

___C aucasian

__ H ispanic

___O ther

__ Specialist

___P h.D . o r Hd.D.

5. W hai is the h ig h est degree earned by the S u p cnntcndcnl?
__ B.A .

M asters

6. How m any years has the present Pnncipal held the position?
__ 2- 3 years

___4-5 years

__ 6-7 years

X or m ore years

___31 -4 0 vcars old

__ 41-50 years old

51 years old o r o ld e r

7. W hat is the g en d er o f the P nncipal?
__ M ale

___Hemale

X. W hai is the a g e range o f the Principal?
__ 30 y ears old o r y o u n g er

4. W hat is the ethnicity o f the Pnncipal?
__ Hispanic

___O ther

__ Specialist

___Ph.D . o r Hd.D.

1 1. W as this P n n c ip a l hired hv this Superintendent?

__ Yes

___No

12. Is y o u r school a Site B ased M anaged School?

__ Yes

___No

13. Docs y o u r d istrict have C ollective Bargaining?

__ Yes

___No

A frican-A m cncan

__ C aucasian

10. W hat is th e highest degree earned by the P nncipal?
__ B .A .

___M aster’s
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Catherine H. G lascock
448 West Parker Blvd. #5
Baton Rouge. LA 70808
(504) 766-0966
January 1995
Superintendent's Name
Parish School District Name
670 Rosedale Street
City Name, LA 70767
Dear Superintendent Name:
My name is Catherine Glascock and I am a doctoral student in Educational
Administration at Louisiana State University. 1 am writing to request the participation o f
your school district in a research project. This project is my dissertation research.
The research project is described briefly in the attachment. It is a study about the
possible link between school climate and the principal/superintendent relationship. To
conduct this study, teachers would complete two surveys. One is the Organizational
Climate D escription Questionnaire, a well known instrument used for many years across
the nation. The other survey is the Teacher Attitude Inventory, a fourteen question
instrument. Both instruments are enclosed for your information.
These surveys would take teachers less than 30 m inutes to complete and would
ideally be completed during their preparation period. All districts, schools, principals

and teachers will remain confidential. No one but the researcher will know which
schools and districts make up the study or how individual schools or
principal/superintendent relationships are scaled.
The inclusion o f your school district and the results o f this research will be
beneficial in furthering our understanding o f how schools work. The goal of providing a
quality education to all students will be served as well. Therefore, 1 am requesting your
permission to include some of your schools in this study. If you agree. I will contact the
principal o f each school on the enclosed list to gain their permission.
Finally, if you agree to allow me to include these schools in the study, I will
provide the schools and you a summary o f the results and. if you wish, a verbal review o f
the findings. Enclosed is a agreement form and self-addressed, stamped envelope for
your response. Please return by January 27th. If you have questions or would like to
discuss this project with me, please feel free to call me at (503) 342-3731.
Sincerely.
Catherine Glascock
Attachment
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RESEARCH PROJECT
The purpose o f this study is to examine the possible link between teachers' perceptions o f
school climate and the principal/superintendent relationship. Organizational climate is
the "psychological feeling o f a school", as the teachers generally perceive that
atmosphere. The teachers’ perceptions o f the principal/superintendent relationship is a
combination of the level o f independent action which a principal is perceived as
possessing and the ability o f the principal to influence the actions o f the superintendent
of the district for the benefit o f their school.
Teachers are the ones being surveyed and the results are o f their perceptions as a group.
Two instruments will be used to obtain teachers’ perceptions. Both instruments ask for
responses on a Likert scale o f 1 to 5. These instruments are the Organizational Clim ate
Description Q uestionnaire and the Teacher Attittule Inventory. The results o f the
surveys will be reported as school level scores (aggregating all teachers within the
school). Canonical Correlations will be used to analyze the possible relationship between
climate and principal/superintendent relationship. ANOVA will examine differences
based on dem ographic factors such as district size. SES level o f districts and length o f
service o f principals and superintendents.
The relationship between leaders in a school district is vitally important. Principals and
superintendents are considered by many researchers to have an effect on the academic
progress o f students through such mediums as school clim ate. Therefore, it is o f interest
to researchers how that effect takes place. It will be beneficial to superintendents,
principals and teachers to understand how to best work w ithin their organization. The
information generated from this research will aid in that understanding. It is im portant to
examine the professional relationships within an organization and to know how those
relationships are perceived by other organizational members. In this way, all
organizational m embers can identify ways to improve professional relationships within
the school district.
NOTE:

All responses will be confidential at the teacher, school and district level.
no one o r organization will have access to the individual district, school
or teacher information except the researcher.
Any description given of this study should be very broad so as not to
influence teacher responses to the survey.

If you have any questions, please call Catherine H. G lascock at (504) 342-3731.
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iDistrict Permission Form for Research Project

Permission is given for Catherine H. G lascock to conduct two surveys o f teachers
in selected schools within our district. The purpose o f this research is to fulfill her
dissertation requirements. All teacher responses will be confidential and school and
district inform ation will not be identified as to any specific district. Ten districts
across the state o f Louisiana will participate in this research effort. The researcher,
Catherine H. Glascock will be the only one with access to individual surveys which
will be anonym ous at the teacher level.

Public School District

Superintendent’s Signature

Date:

_________________

If you have any questions or concerns, please call me at (504) 342-3731.
Please mail to :

Catherine H. Glascock
448 W est Parker Blvd. #5
Baton Rouge, LA 70808
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Catherine H. Glascock
448 W est Parker Blvd. 45
Baton Rouge. LA 70808
(504) 766-0966
February 1995

Dear Principal:
My name is Catherine Glascock and I am a doctoral student in Educational
Administration at Louisiana State University. I am writing to request the participation of
your school in a research project. This project is my dissertation research. Permission
has been granted by your district office for me to contact you and request your
voluntary cooperation with this research effort. I have enclosed a copy o f the contact
permission given by your district office.
The research project is described briefly in the attachment. It is a study about the
possible link between school clim ate and the principal/superintendent relationship. To
conduct this study, the teachers in your school would be asked to com plete two surveys.
This is entirely voluntary on their part. One is the O rganizational Clim ate
Description Questionnaire, a well known instrument used for m any years across the
nation. The other survey is the Teacher Attitude Inventory. a fourteen question
instrument. Both instruments are enclosed for your infomiation. These surveys would

be conducted during late February.
These surveys would take teachers less than 30 minutes to com plete and would
ideally be completed during their preparation period. All districts, schools, principals

and teachers will remain confidential. No one but the researcher will know which
schools and districts make up the study or how individual schools or
principal/superintendent relationships are scaled.
The inclusion o f your school and the results of this research will be beneficial in
furthering our understanding o f how schools work. The goal o f providing a quality
education to all students will be served as well. Therefore, I am requesting your
permission to include your school, along with 74 other schools in the state, in this study.
Finally, if you agree to allow me to include your school in the study. I will
provide a summary o f the results and. if you wish, a verbal review o f the findings.
Enclosed is a agreement form and self-addressed, stamped envelope for your response.
Please return by February 10th. If you have questions or would like to discuss this
project with me. please feel free to call me at (503) 342-3731.
Sincerely.
Catherine Glascock
Attachment
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RESEARCH PROJECT
The purpose o f this study is to exam ine the possible link between teachers' perceptions o f
school climate and the principal/superintendent relationship. Organizational climate is
the "psychological feeling o f a school”, as the teachers generally perceive that
atmosphere. The teachers' perceptions o f the principal/superintendent relationship is a
combination of the level o f independent action which a principal is perceived as
possessing and the ability o f the principal to influence the actions o f the superintendent
o f the district for the benefit of their school.
Teachers are the ones being surveyed and the results are o f their perceptions as a group.
Tw o instruments will be used to obtain teachers' perceptions. Both instruments ask for
responses on a Liken scale o f 1 to 5. These instruments are the O rganizational C limate
Description Questionnaire and the Teacher Attitude Inventory. The results o f the
surveys will be reported as school level scores (aggregating all teachers within the
school). Canonical Correlations will be used to analyze the possible relationship between
climate and principal/superintendent relationship. ANOVA will examine differences
based on demographic factors such as district size, SES level o f districts and length o f
service o f principals and superintendents.
The relationship between leaders in a school district is vitally important. Principals and
superintendents are considered by many researchers to have an effect on the academic
progress o f students through such mediums as school climate. Therefore, it is o f interest
to researchers how that effect takes place. It will be beneficial to superintendents,
principals and teachers to understand how to best work within their organization. The
information generated from this research will aid in that understanding. It is important to
exam ine the professional relationships within an organization and to know how those
relationships are perceived by other organizational members. In this way. all
organizational members can identify ways to improve professional relationships within
the school district.

NOTE:

All teacher responses will be gathered by a designated teacher and mailed
to the researcher, in this way all teachers can be guaranteed of anonymity.

All participation is voluntary, this is not a required survey.
All responses will be confidential at the teacher, school and district level,
no one or organization will have access to the individual district, school
or teacher information except the researcher.
Any description given o f this study should be very broad so as not to
influence teacher responses to the survey.
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2Principal's Permission Form for Research Project

Permission is given for Catherine H. G lascock to conduct two surveys o f teachers
in ou r school. The purpose o f this research is to fulfill her dissertation
requirem ents. All teacher responses will be confidential and school and district
inform ation will not be identified as to any specific school or district. Seven
districts across the state o f Louisiana will participate in this research effort. The
researcher. C atherine H. Glascock, will be the only one with access to individual
surveys which will be anonymous at the teacher level. Participation in this research
effort is com pletely voluntary by district, school and teacher.

Public School _____
Principal's Signature
Date: ____________

These surveys would be conducted during February.

If you have any questions, please call Catherine H. Glascock at (504) 342-3731.

Please mail to :

Catherine H. G lascock
448 West Parker Blvd. #5
Baton Rouge. LA 70808
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Catherine H. Glascock
448 West Parker Blvd. #5
Baton Rouge, LA 70808
(504) 766-0966
February 1995
Dear Principal:
My name is Catherine Glascock. I am a doctoral student in Educational
Administration at Louisiana State University. This follow up letter is sent in hopes that
the busy holiday time is over and you might reconsider my proposal for including your
school in my study.
This project is my dissertation research. Permission has been granted by your
district office for me to contact you and request your voluntary cooperation with this
research effort. I have enclosed a copy o f the contact permission given by your district
office.
The research project is described briefly in the attachment. It is a study about the
possible link between school climate and the principal/superintendent relationship. To
conduct this study, the teachers in your school would be asked to com plete two surveys.
This is entirely voluntary on their part. One is the Organizational Clim ate
Description Questionnaire, a well known instrument used for many years across the
nation. The other survey is the Hierarchical Independence IInfluence Survey, a fourteen
question instrument. Both instruments are enclosed for your information. These surveys

would be conducted during February.
These surveys would take teachers less than 30 minutes to com plete and would
ideally be completed during their preparation period. All districts, schools, principals

and teachers will remain confidential. No one but the researcher will know which
schools and districts make up the study or how individual schools or
principal/superintendent relationships are scaled.
The inclusion of your school and the results o f this research will be beneficial in
furthering our understanding o f how schools work. The goal of providing a quality
education to all students will be served as well. Therefore, I am requesting your
permission to include your school, along with 74 other schools in the state, in this study.
Finally, if you agree to allow me to include your school in the study, I will
provide a summary of the results and. if you wish, a verbal review o f the findings.
Enclosed is a agreement form and self-addressed, stamped envelope for your response.
Please return by February 15th. If you have questions o r would like to discuss this
project with me. please feel free to call me at (503) 342-3731.
Sincerely.
Catherine Glascock
Attachment
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C ath erin e H. G lascock
4 4 8 W est P arker Blvd. #5
Baton R ouge, LA 70808
(504) 766-0966
February 1995

Dear High School Principal:
As the accompanying letter explains, this research project w ill help all o f us
understand how schools work as organizations. High schools are greatly
needed in this effort. I am especially asking that you agree to allow this
effort to proceed in your school. Your assistance will be greatly
appreciated.
If you have questions or would like to discuss this project with me, please
feel free to call me at (503) 342-3731.
Sincerely,

Catherine Glascock

Attachment
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Catherine H. Glascock
448 West Parker Blvd. #5
Baton Rouge. LA 70808
(504) 766-0966
February 1995
D ear Designated Teacher:
I am requesting that you distribute and return the surveys being completed by the
teachers in your building. Enclosed is a stamped envelope for their return. I realize that
this effort will intemipt your schedule and I appreciate your willingness to perform this
task for me.
If a teachers' meeting is scheduled within the week, please ask the principal if
you could have the last few minutes to hand the surveys out. after he/she has left the
room. There is a letter for each teacher attached to the surveys and they are self
explanatory. Ask the teachers to return the surveys to you within two days. Please tell
them that it will take less than twenty minutes to complete the surveys and how
im portant the results are to this graduate student.
If there is no teachers' meeting, please place the surveys in the teachers’
m ailboxes o r distribute as you think best. I have enclosed slips to let the teachers know
who to return the surveys to and on which day.
There is a demographic sheet enclosed as well, if you could provide the
answ ers for these questions. I would greatly appreciate it.
It is very important for all o f you to know that the surveys are confidential and no
one will see the surveys before you mail them to me. All districts, schools, principals

and teachers will remain confidential. No one but the researcher will know which
schools and districts make up the study or how individual teachers or schools
respond. No names are required.
Unfortunately, financial restraints keep me from being able to provide a separate,
stamped envelope for each teacher. I am also on a m ajor time restraint, please return
these surveys, even if all have not been turned in (this is voluntary so I don't expect all
teachers will participate), within two days o f distributing them.
I truly appreciate your participation in this research effort which will assist me.
personally, as well as professionally.

Sincerely.

Catherine Glascock

Attachments
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Catherine H. Glascock
448 West Parker Blvd. #5
Baton Rouge. LA 70808
(504) 766-0966
February 1995

Dear Teacher:
My name is Catherine Glascock and I am a doctoral student in Educational
Administration at Louisiana State University. I am requesting your participation in a
research project, which is my dissertation. Permission has been granted by your district
office and your principal to contact you and request your voluntary cooperation with
this research effort.
This study is concerned with teacher attitudes about school climate. To conduct
this study, teachers in your school are asked to com plete two surveys. This is entirely
voluntary on your part. The two surveys are the O rganizational Climate Description
Questionnaire and the Teacher Attitude Inventory, both are attached. These surveys
should take less than 20 minutes to complete.

All districts, schools, principals and teachers will remain confidential. No
one but the researcher will know which schools and districts make up the study or
how individual teachers or schools respond. No names are required.
The inclusion o f your perceptions and the results o f this research will be
beneficial in furthering our knowledge o f how schools work. I hope you will participate
in this study. Please fill out the surveys based on your attitudes or perceptions, not just
factual knowledge.
When you have completed the surveys, give them to the designated teacher, who
will mail them to me. These surveys will not be given to anyone else. Unfortunately,
financial restraints keep me from being able to provide a separate, stamped envelope for
each o f you. Time is also a factor in my research, so I ask that you give the surveys to
the designated teacher within two days of receiving them.
I truly appreciate your participation in this research effort which will assist me,
personally, as well as professionally.

Sincerely.

Catherine Glascock

Attachments
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Catherine H. G lascock
448 West Parker B lvd., #5
Baton R o u g e. L A 70808
504-766-0966

May 22. 1995

M rs ..

Principal
Elem entary School
24495 LA Highway #
Town
" L A *70726

Dear Mrs.

:

I want to thank you for allowing me to observe your school and speak with the teachers.
The assistance o f educators, such as yourself, enables research to be expanded
concerning school organization and leadership issues. Your school is very pleasant, the
staff very open and willing to talk with me. that, in itself, is a sign o f a healthy
environment.
You w'ere also m ost cooperative and shared insights which will prove very valuable in
my research. Thank you again for your assistance. If I can be o f any service, please call
me.

Sincerely,

Catherine H. G lascock
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Table 22
Study 2; ANCOVA Summary Table for Elementary School- Four Variables and
Interaction with OCDQ Dimension-Directive
MS

P

SS

Years

11588.756

2

5794.3788

.609

.563

Gender

2783.624

1

2783.624

.292

.600

Years *Gender

3731.220

2

1865.610

.196

.825

SES

34980.601

1

34980.601

3.676

.084

Size

1053.955

1

1053.955

.111

.746

95171.361

10

9517.136

Error

df

F

Source

j2<.()5

Table 23
Study 2; ANCOVA Summary Table for Elementary School- Four V adables and
Interaction with OCDQ Dimension-Restrictive
Source

SS

Years

11588.756

2

5794.3788

.609

.563

Gender

2783.624

1

2783.624

.292

.600

Years *Gender

3731.220

2

1865.610

.196

.825

SES

34980.601

1

34980.601

3.676

.084

Size

1053.955

I

1053.955

.111

.746

95171.361

10

9517.136

Error

df

MS

F

P

£<.05
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Table 24
Study 2: ANCOVA Summary Table for Elementary School- Four Variables and
Interaction with O C D Q Dimension-Collegial
Source

df

SS

MS

F

P

30498.076

2

15249.038

2.580

.125

725.152

1

725.152

.123

.733

Years*Gender

18144.707

2

9072.353

1.535

.262

SES

13410.228

1

13410.228

2.269

.163

Size

5680.306

1

5680.306

.961

.350

Error

59104.294

10

5910.429

Years
Gender

j2<.05

Table 25
Study 2: ANCOVA Summary Table for Elementary School- Four Variables and
Interaction with O CDQ Dimension-Disengaged
SS

Years

7408.264

2

3704.132

.357

.708

14.150

1

14.150

.001

.971

12029.633

2

6014.817

.580

.578

SES

294.959

1

294.959

.028

.869

Size

9649.992

1

9649.959

103654.630

10

10365.463

Gender
Years*Gender

Error

df

F

Source

MS

P

.931

.357

j2<.05
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Table 26
Study 2: ANCOVA Summary Table for Elementary School- Four Variables and
Interaction with O C D Q -Teacher Component
Source

SS

Years

17868.733

2

8934.367

1.336

.306

29.114

1

29.114

.004

.949

9486.540

2

473.270

.709

.515

SES

22366.060

1

22366.060

3.343

.097

Size

4688.176

1

4688.176

.701

.422

Error

66897.880

10

6689.788

G ender
Y ears*Gender

df

MS

F

P

j2<.()5
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school (senior trip to Rome!).
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husband pursued a doctorate. Catherine studied for a Master o f Business Administration
degree at Louisiana Tech University. Ruston, Louisiana. Her areas o f interest were
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finance and marketing. After com pleting the M aster o f Business Administration degree,
she was an adjunct faculty member at Oramhiing State University. Gramhling. Louisiana.
She taught Introduction to Business (at 7:(X) in the morning!) and a junior level logistics
class.
Upon moving to Baton Rouge. Louisiana in 1988, Catherine became the financial
associate for the Serials Department o f LSU Libraries. For five years, she performed a
variety o f public and behind the scenes duties for the libraries. At this time her children
were in college and finishing the last year o f high school. In 1991, Catherine decided to
pursue a Doctor of Philosophy degree in Educational Administration.
Catherine began courses in January. 1991. H er year of residency was August,
1991. to July. 1992. During that time, she was an assistant to Gary Crow, Ph.D. and
conducted research under his direction while taking courses. After the residency year
was com pleted, she returned to the library for seven months. In March. 1993. Catherine
became a Educational Program M anager in the Bureau of School Accountability, Office
o f Research and Development, Louisiana Department o f Education.
In June. 1994. she was promoted to Psychometrician in the same bureau and
continued to work on research for the departm ent and her personal professional growth.
She has presented academic papers at annual conferences of SERA, M SERA. UCEA,
and AERA over the three years since com pleting her coursework. She has been
published twice as o f August, 1995. Catherine has been offered a position at Ohio
University as Assistant Professor for O rganizational Studies and Strategic Leadership
which she will begin in September o f 1996.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

DOCTORAL EXAMINATION AND DISSERTATION REPORT

Candidates

Catherine H. Glascock

Major Field:

Educational Administration and Supervision

Title of Dissertation:

Teachers' Perceptions of the Principal/Superintendent
Relationship and the Organizational Climate of the
School: Do They Correlate?

Approved:

Major Professor and

if the Graduate School

EXAMINING COMMITTEE:

€

c

—

Date of Examination:

6/1-3/1996

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

